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Abstract
Teacher education faculty in higher education continues to mirror K–12 schools,
continuing to be comprised of predominately White women, thus creating a what is known as a
cultural gap for teacher education students from marginalized populations in colleges. This
culture gap, created by modeling Whiteness as the expected and accepted norm, is often
painfully evident to students of color though invisible to White teachers who do not seek to
change the current systematic racism prevalent in many teacher education programs. The
understanding of self through the critical Whiteness lens is in the movement of the second wave
of critical Whiteness studies which seeks to unpack how Whiteness is experienced by Whites.
This second wave of critical Whiteness studies needs to be an effort which promotes an
understanding of how Whiteness perpetuates everyday life and the teaching profession (Barnes,
2017). Using a self-study informed by narrative inquiry methodology, by embracing dialogical
voice as a qualitative method, undergirded by Black feminist theory and womanist pedagogy,
this research explored how student voices can shift the Whiteness lens of a White womanist or
othermother teacher educator at a Hispanic-serving community college. This self-study narrative
inquiry demonstrates a model of reflective practice for White, female teacher educators, to
further conversations and pedagogies of love as an action, such as womanist pedagogy, in
antiracist and anti-oppressionist teacher education programs.
Keywords: teacher education, self-study, critical Whiteness studies, dialogical voice,
womanist pedagogy, womanism
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CHAPTER 1: INTRODUCTION

I hear the voices of the silenced.
Their words ring in my ears like
the tinnitus announcing a vertigo attack.
Paralyzing me into stillness.
In stillness I am brought
to empathetic connection.
Remembering.
The little girl in fourth grade,
sitting in the back of the classroom,
unable to hear what my teacher was saying,
yet too afraid to be seen as different.
Staying silent and isolated.
The student–teacher, excited,
only to be told,
“hearing impaired people cannot be effective
speech language pathologists.”
Letting someone else speak out for me.
The fresh-out-of-college speech language pathologist,
stepping into a Life Skills classroom filled with
nonverbal students, feeling like I had found a home.
Beginning to whisper.
A busy, bustling cold street in Xian, China,
our brown-skinned daughter strapped to
my obviously pasty white body, noticing all eyes on us.
A rumble rising.
Her, at 11 jumping into the car
after soccer practice exclaiming
“I’m not the only brown-skinned girl on the team anymore, Mama!”
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Clearing my throat.
Walking the streets of Haiti,
meeting Jesus and understanding His love and His
Blackness,
through the eyes of His people.
Standing up.
Standing up in front of preservice teachers,
scanning the room filled with mostly
eager White women, like me,
mirroring the 80% of the U.S. teaching workforce
(National Center for Education Statistics, n.d.).
Lingering on the melanated faces
hearing their silenced stories.
Listening.
Reflecting inward at my Whiteness,
privileged, cisgendered, feminist self,
through journaling and photovoice.
Developing a critical consciousness (Freire, 2000).
Reading Audre Lorde (2007)
“The White fathers told us, I think
therefore I am and the Black mother within
each of us—the poet—whispers in our dreams:
I feel, therefore I can be free” (p. 38).
Words of a Mama,
forming in my mouth
Overview
Writing this narrative prose and creating this photovoice self-portrait, reflecting on my
journey as a White, hearing-impaired woman, teacher educator, and mother of a child of color,
mother of a White child, I recognized the work already done and the work that needs to be done
by women like me, to dismantle systemic racism in teacher education programs across the
United States. I teach at a federally recognized Hispanic-serving institution, yet most of my
fellow teacher education faculty members look like me and have similar upbringings. We reflect
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most school faculties in the United States today. We identify as White, middle class, educated,
and women.
When our daughter, who identifies as a pansexual Chinese American young woman,
entered school in our small working- and middle-class town, I was faced with the reality she
would primarily be educated by women who looked like me. She would most likely not see her
skin and culture represented by an educator or a role model throughout her K-12 school
experience. It was then reality hit; our daughter would not experience representation during her
formative years. Reflecting on my K-12 schooling, I also realized she would experience the same
feelings of marginalization I felt as a person with a disability, yet I would never know what she
felt like because I was White. This created an awakening that began a journey of self-reflection
and the rumbling voice of a Mama who wanted a world for her daughter in which representation
was the norm, replacing Whiteness as the “unjust social system and a resistance to change”
(Keating, 2000, p. 427) which permeates society and education today. As my awakening became
a passion for being an accomplice for community college students, one who actively seeks to
combat systemic racism (Indigenous Action Media, 2014) through antiracist teaching, I quickly
discovered my Mama Voice not only included my daughter, but it also included my students,
many of who also experience marginalization. Using womanist caring (Beauboeuf-Lafontant,
2002) as a pedagogy of love also known as othermothering, “mothering of the mind” (Collins,
2014, p. 215) for Black feminists has been transformative for me in listening to and mentoring
preservice teacher students.
As I formulated my Mama voice to dismantle the systemic oppression undergirded by
Whiteness seen in teacher education programs, I knew the first step was self-reflection. This
research critically investigated how Whiteness affected and impacted my understanding of
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student voices and how my Whiteness impacted how I othermothered my students as I used a
womanist-caring pedagogy. This self-study, informed by narrative inquiry and dialogical voice,
through journal reflections, the creative works of narrative prose, and self-portrait photovoice,
offers a model of reflective practice for other White, female teacher educators, thus furthering
the conversations and pedagogies of love as an action in teacher education programs. It is my
desire to use this work toward shifting teacher education programs from White normative to
equitably inclusive for all learners.
Statement of the Problem
Identifying humankind by skin color as a race, such as Black or White, is a socially
constructed discourse. This discourse was created to maintain systemic oppression of those
considered “other” (Sensoy & DiAngelo, 2017). The continued manifestation of “otherness,” or
viewing those who are not White as less than, creates what is more commonly known as racism
or White supremacy, continuing the belief Whiteness is the norm against which all others should
be measured. Whiteness as the standard for what is normal is the socially constructed belief that
continues to promote the oppression of non-Whites in the system of White domination
(Leonardo, 2002). Matias (2013) stated, “white supremacy manifests itself in education such that
all curriculum and pedagogies are about White culture and pejorative White perspectives of
people of color” (p. 72).
In higher education, the majority of faculty members are White, with 40% being White
men and 37% being White women (McFarland et al., 2019). Higher education teacher education
programs in the United States are historically staffed by White women, reflecting the national
average of 80% of the teaching workforce being White women (National Center for Education
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Statistics, 2019). Though the teaching workforce continues to be primarily White women, the
population of students of color in schools continues to rise (McFarland et al., 2019).
Ladson-Billings (2006) stated the “elephant in the teacher education parlor is race” (p.
106). With the desegregation of schools in 1954, which pushed out most Black educators, and
continued White dominance through today, the teaching workforce became and continues to be
predominately White women in K-12 schools (hooks, 1994). Likewise, teacher education faculty
in higher education continue to mirror K-12 schools, continuing to be comprised of
predominately White women, thus creating what is known as a cultural gap for teacher education
students from marginalized populations in colleges and universities across the United States
(Milner, 2010; Pabon et al., 2011). This culture gap, created by modeling Whiteness as the
expected and accepted norm, is often painfully evident to students of color, though invisible to
White teachers who do not seek to change the current systematic racism in teacher education
programs (Matias, 2013).
As awareness of the need for culturally relevant pedagogy grew, White teacher educators
asked for the appropriate strategies or foolproof step-by-step pedagogies to be an antiracist or
culturally relevant teacher. This phenomenon became commonly known as the White savior
teaching mentality (Matias, 2013). This type of thinking continues the oppression of students
who are marginalized by allowing teachers to participate “in an anti-intellectual project that
diminishes the capacity of engaged pedagogues. . . that are specifically designed for the students
they are working with” (Joyner & Casey, 2015, p. 9). The White resistance to antiracist teaching
continues to create a deficit lens through which White teachers view students of color (Sleeter,
2017), from K–12 schools through postsecondary schools. White teachers’ continued lack of
understanding of culture (Ladson-Billings, 2006) and deficit view of students of color continues

Decentering Whiteness in Teacher Education
to drive disconnection between White faculty members and students who identify with
historically marginalized populations. Though many teacher education programs claim to
address diversity through one to two aptly named courses, most teacher education professors do
not have training in culturally relevant pedagogy and socially just practices for relationship
building, nor have they been encouraged by members of their administration to address and
explore critical Whiteness studies in education and their privileges as a White teacher (Sleeter,
2017).
Antiracist teaching in the teacher education context requires one to engage in continuous
self-reflection of pedagogy, advocacy for socially just practices, and modeling of antiracist
language and actions (Galman et al., 2010). By modeling antiracist teaching, through an ethic of
care, for preservice teachers, teacher education faculty would be showing future teachers how to
learn about the culture of their students by being observant of and inclusive of the culture and
transforming oneself (Ladson-Billings, 2006). In becoming self-reflective, caring, antiracist
teachers through critical Whiteness studies, faculty members would be promoting a holistic,
systemic change in teacher education programs (Sleeter, 2017). Rather than continuing the
pattern of White resistance and White savior mentality evident in schools and teacher education
programs today, teacher education programs could begin the shift from deficit thinking to
dynamic thinking (Matias, 2013).
Theoretical Framework
Critical Whiteness studies (CWS) emerged from critical race theory (CRT). Critical race
theory, emerging after the civil rights movement, addresses how ideas such as colorblindness,
objectivity, and meritocracy promote White supremacy (Earick, 2018; Leonardo, 2002). CRT is
currently being criticized, challenged, and debated in many school districts and during many
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school board meetings across the country by many predominately White politicians and White
parents. CWS addresses the need for White-identity construction in the context of White
supremacy, which includes self-reflection, interrogation into systemic oppression, and a global
understanding of privilege and power (Barnes, 2017; Earick, 2018). Through counternarratives
and reinterpretation of the history of White supremacy (Earick, 2018), CWS serves to dismantle
White dominant narratives in education. With the study of Whiteness by Whites, achieved
through self-reflection, they can view the world through a new teaching lens and decolonize their
minds. When this shift in thinking is shared with others it begins the deconstruction of racism in
schools (Leonardo & Zembylas, 2013).
By engaging in and understanding the theoretical discourses of CWS through a CRT lens,
White faculty members begin to develop a critical consciousness (Earick, 2018; Freire, 2000)
that dismantles the discourse of race as a tool of marginalization and oppression. This critical
consciousness is vital to employ when looking at many components of teacher education
programs, including but not limited to syllabi, curriculum, faculty–student relationships,
educational policies, barriers in teacher education, textbooks, assessments, and community
partnerships. Addressing and studying Whiteness in teacher education programs is imperative
because it enables teachers to understand “their own whiteness and how the exertions of
whiteness create a violent condition within which people of color must racially survive” (Matias
& Mackey, 2016, p. 35).
Moving Toward Equity in Teacher Education Pedagogy Through Love
Research has shown students from marginalized populations continually express a need
to feel their teachers care about them that teachers express through relationship-building
pedagogies (Lew, 2004; Mirci et al., 2011; Valenzuela, 2005). Relationships between professors
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and students can be built, as Joyner and Casey (2015) suggested, by “being in culturally relevant
ways” (p. 5) over only embracing the notion of only using a prescribed culturally relevant
pedagogy. hooks (2003) posited the idea of creating a community of learners through professor
and student engagement in a loving relationship, also known as othermothering (Collins, 2014),
or womanist caring (Beauboeuf-Lafontant, 2002) that fosters academic thinking as a way of
moving the current system of education away from its dominant, power over, culture toward an
active learning community.
Engaging teacher education faculty in discourse highlighting culturally relevant
pedagogies and culturally relevant ways of interaction and care through self-reflection and
sharing helps to dismantle the system of racial domination (Barnes, 2017) many students of color
feel in teacher education courses. Constructivism, a pedagogical epistemology typically
embraced in many teacher education programs, embodies the use of a student’s existing
knowledge to make sense of new experiences (Mirci et al., 2011). However, developing critical
Whiteness consciousness through self-reflection, pairing constructivist teaching with cultural
knowledge, creating a loving community of learners, and embracing culturally relevant
pedagogies could promote authentic caring relationships between faculty and students (Picower,
2009). A deeper connection to a teaching identity for historically marginalized students could
also occur, thus creating a new generation of teachers who continue to dismantle the current
Whiteness-dominant education system, promoting equity for all learners.
Understanding Whiteness Through Self-Reflective Research
The need to engage in cohesive faculty-development training surrounding culturally
relevant pedagogy is evident from research. The research further has suggested these trainings
will garner more success if teacher education faculty first undergo a guided self-study of their
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Whiteness and its impacts on their current pedagogy and practice. To create a culture of equity
(Earick, 2018), teacher educators who undergo a self-reflection journey foster comprehensive
change in their teacher education programs. This critical examination of one’s positionality and
how it intersects with students’ positionality is imperative in addressing Whiteness and
overturning the deficit-lens way of thinking in teacher education (Picower, 2009). By engaging
in a self-reflection journey, teacher educators can begin to take ownership of their feelings of
guilt or discomfort and stop projecting these emotions onto the shoulders of students of color
(Matias & Mackey, 2016). Many believe a cyclical evaluation and grappling with one’s biases
through reflective listening practice is at the heart of effective teaching and learning (Hayes et
al., 2014).
Context of the Study
Recognizing the culture gap between me, a White middle class woman with a hearing
impairment, and my Black, Indigenous, Person of Color (BIPOC) and White community college
students, this self-study was undergirded with womanism, Black feminist theory and thought,
and second-wave CWS through a CRT lens. Womanism, coined by poet and author Alice
Walker (1983), positions women as “voiceful, inquisitive, and socially active community
members who are guided by a vision of inclusiveness and fairness” (Beauboeuf-Lafontant, 2002,
p. 437). Drawing from the work of Black feminists Audre Lorde, bell hooks, and Patricia Hill
Collins, Black feminist theory and thought “aims to empower African American women within
the contexts of social injustice sustained by intersecting oppressions” (Collins, 2014, p. 22)
through the use of intersectionality and dialogical relationships such as ethnography,
counternarratives, prose, poetry, love as an action, and voice (Collins, 2014; hooks, 1994; Lorde,
2007). Lorde (2007) posited all forms of oppression are interrelated and believed voice is how
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change is made. hooks (1994) believed it is imperative feminism seeks to end patriarchy by
educating for critical consciousness. Collins (2014) stressed the importance of recognizing
intersectionality (an overlapping of race, gender, and class) when she stated it is crucial for a
Black woman to use more than one thought idea to tell her story, also known as her voice.
Seeking to alter the current White hegemonic normative narrative of teacher education I
currently teach in, the voices of BIPOC and White students served as the center of my reflective
self-study research. Through their student work, reflective journals, classroom interactions, and
mentoring moments, I listened and reflected. Listening to their voices and allowing their stories
to alter my thinking and creativity, I worked toward unpacking biases, beliefs, and prior learning
concerning my privilege as a White woman and how I understood Whiteness as an educator
using womanist pedagogy through the creative works of narrative prose, journaling, and selfportrait photovoice. This deeply reflective and creative work is what Anzaldúa and Keating
(2002) called nepantla, “the site of transformation, the place where different perspectives come
into conflict and where you question the basic ideas, tenets, and identities inherited from your
family, your education and your different cultures” (p. 548) through conocimiento, which
“questions conventional knowledge’s current categories, classifications and contents” (p. 541).
Research Questions
My research questions were:
RQ1: How do the voices of my students influence my pedagogy of womanist caring as a
White woman seeking to decenter Whiteness?
RQ2: How do the voices of my students influence my reflective creativity as a White
woman seeking to decenter Whiteness?
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Using a self-study informed by narrative inquiry methodology, I explored how student
voices shifted my Whiteness lens as a teacher and as a White womanist/othermother. Narrative
inquiry methodology focuses on placing stories and experiences of as substantial bodies of
knowledge from which change can be activated in education (Clandindin, 2016; Creswell &
Poth, 2018). An analysis was completed by a review of my written and creative responses to
students’ autoethnographies, students’ journals, critical moments in teaching expressed in a
reflective journal, reflective prose or self-portrait photovoice, and a review of written responses
to student journals and student autoethnographies.
In this self-exploration, I looked at how (a) Black feminist/womanist theory/thought
undergirded my teaching and ethic of care pedagogy, (b) I could unpack my Whiteness lens
through a critical Whiteness/CRT lens by listening to counternarratives, and (c) my creativity
was shaped as a White woman by listening to the voices of students.
Purpose of the Research
Through critical exploration of womanist care pedagogy in Black feminist/womanist
theory and thought, I recognized the importance of mothering the mind (Collins, 2014) of my
BIPOC and White preservice teachers as a culturally caring womanist pedagogy of love. I
completed my action research in my teacher education classroom setting, maintaining an ethic of
care in my pedagogical framework in teacher education while continuing the use of
autoethnographies, student research papers, reflective journals, and mentoring moments as
counternarratives in my coursework to help inform my understanding of student voice. It was my
desire to a create a classroom culture that supported a critical multicultural community of
learners. While using this pedagogical discourse, through self-study informed by narrative
inquiry methodology, I sought to unpack my Whiteness normative lens that contributed to the
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cultural gap in my classroom community. By doing this research, I hoped to model womanist
pedagogy as an ethic of care in teacher education to create a more profound connection to a
teaching identity for historically marginalized students and White students. My goal was to
contribute to a new generation of teachers who continue to dismantle the current White-dominant
education system, promoting equity for all learners.
Rationale of Study
Hope Community College (HCC), a Hispanic-serving institution located in a suburban
area of the northeastern United States, houses a teacher education department, including the
following 2-year programs: Early Childhood Education, Teacher Education, Special Education,
and Paraprofessional Education. At HCC, in the teacher education program, there are
approximately 186 full-time students and approximately 124 part-time students, of which 66%
are White, and 34% are students of color. The college serves approximately 7,100 students, with
41% of the total student population being first-generation college students, and in teacher
education, 34% of the students are students of color; historically, these populations are
marginalized. The teacher education faculty at HCC is 97% White women, a typical example of
the current teaching pipeline of White teacher educators in colleges and universities across the
United States. Additionally, HCC institutional research indicates a 24% decrease in the retention
rates of students of color in the teacher education program.
Constructivism, pairing a student’s knowledge with new knowledge to make sense of
new experiences (Mirci et al., 2011), is a core pedagogy of the teacher education program at
HCC. However, using constructivist teaching with culturally relevant pedagogies to build
faculty–student relationships with an ethic of care is not evident in any teacher education inservice training. In my time at HCC, there has not been any HCC teacher education faculty
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training addressing a self-reflective inquiry into White-normative hegemonic practices,
Whiteness as an unjust norm in education, or any culturally relevant pedagogy training. As a
teacher educator in a community college, one of my most pressing curiosities was if we could
work toward dismantling systemic racism and the Whiteness as a hegemonic norm narrative of
teacher education through the modeling of self-reflective creative works by White, female
teacher educators who engaged in womanist caring as pedagogy.
Significance
A shift from Whiteness as normative in teacher education programs to equitably inclusive
programs could directly impact K–12 education programs across the United States. With an ethic
of womanist care pedagogy in teacher education programs, a deeper connection to a teaching
identity, for both historically marginalized and White preservice teachers, could occur. The
creation of a generation of teachers who continue to dismantle the current Whiteness as the
dominant education system, promoting equity for all learners, would be the generation of
antiracist teachers. This self-study narrative inquiry sought to serve as a model of reflective
practice for White, female teacher educators, to further conversations and pedagogies of love as
an action in antiracist teacher education programs.
Researcher Positionality
I come from a lower-middle-class background, raised by a single, White mother in a
suburban area of New Jersey. My mother was a working-class woman striving to raise her
children in a middle-class neighborhood. My K-5 school experience was in a primarily White
student population elementary school, and my 6-12 school experience was in a mixed-race
population of students. Though I had primarily White, female teachers in elementary school, I
had more male teachers and some teachers of color in my secondary years. In my undergraduate
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work, my professors were all White, and in my graduate work, I had one Black woman
professor, and the rest were White women and men. Reflecting on my school years, I recognize
my schooling mirrors what my students at HCC are experiencing as the faculty are mostly White
women and men. Concurrently, I identify with my first-generation students from working-class
families, as my experience as a college student was similar, having been raised by a mother who
did not have a college education, yet also different because my deceased father had two degrees.
Therefore, I would say I was a pseudo-first-generation college student. Spiritually, my mother
raised us as nonpracticing Catholics. We would occasionally go to church and celebrated all the
Christian holidays, yet I had no connection to spirituality and interconnectedness until I entered
my 30s. During this time of my life, I discovered I connected deeply to the teachings of Jesus,
though firmly disliking the establishment many churches represented. Currently, I consider
myself a deeply spiritual person, who aligns with the teachings of Jesus, and believes all of us
are inherently connected by light.
My 1st year of teaching was the year of the Columbine shooting, my 3rd year of teaching
was 9/11, and the beginning of No Child Left Behind. Currently, we are amid a global pandemic
uprooting much the educational system in the United States. I can measure my teaching years by
deep tragedy and a perpetual deficit-thinking mindset. Throughout all my years as an educator,
systemic racism was laced into every decision, policy, and curriculum I encountered. For years, I
didn’t know what I didn’t know. I accepted it for what it was, because as someone who also
existed in the margins because of ableism, I thought my voice didn’t matter. I left education in
2011 because I felt unheard, broken, and had made myself ill due to the frustrations of being
unable to use my voice to create change. In 2017 I felt a call to return, and I reentered the
teaching workforce as a community college instructor, deeply desiring change, seeking to
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transform the flawed system that broke me, by loving future teachers. In my new-to-me teaching
space, I found kinship with my first-generation students and an inherent curiosity about my
BIPOC students’ stories, sparking a personal revolution which led to a desire to investigate my
identity.
I identify as a White ciswoman, hearing impaired, with Irish, German, and English
heritage (my great, great grandparents were Irish, German, and English immigrants), in the
middle class, and in a mixed-race family, as my daughter identifies as a pansexual Chinese
American woman. As a White woman with a disability raising a child of color, I realize my
experiences as a mother drive a lot of my interest in doing a self-study, as I see, firsthand, how
having primarily White, female teachers impacts her understanding of self. I am always
wondering what it feels like not to see teachers that look like her every day, recognizing how
much representation matters. Transferring that to my teaching experience, I have been drawn to
researching Whiteness in teacher education because I recognized many of my students could feel
the same way about me. I wanted to examine my understanding of Whiteness: uncover
systemically racialized beliefs I held about students of color and how they influenced my
teaching practices. I also wanted to examine how my beliefs about White students influenced my
teaching practice. In this self-study, I sought to discover how I could improve my pedagogical
discourse of womanist caring as a White woman seeking to decenter Whiteness and continue to
build relationships with BIPOC students and White students through addressing the culture gap
in those relationships by learning more about the influences of my cultural capital.
Creativity has been a vital aspect of my daily life as a mother, an educator, and a woman.
For me, the act of making self-portraits has served as a healing self-reflective practice for over
15 years. As I considered the impact of using self-portraits to accompany my prose and poetry as
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data in my dissertation work, I recognized self-portrait work may not appear to be decentering or
decolonizing Whiteness to some consumers of my work. My decision to include self-portraits in
my effort to decenter Whiteness in me served two purposes. First, I believe self-portrait work is
vital in critical reflective work, as it helps one consider the lens through which they see
themselves and consider how others see them. My self-portraits are projections of the energy I
seek to put into the world. Second, I believe self-portrait photovoice helps researchers engage in
critical consciousness (Freire, 2000) as a method of social justice empowerment.
My desire to connect to more BIPOC students stems from my acknowledgment of the
need for more teachers of color in schools in the United States because of my experiences as a
White mother of a child who identifies with a typically marginalized population. Likewise, my
desire to connect with more White students stems from my acknowledgment of the need for
more White teacher educators to model critical consciousness in teacher education classrooms to
dismantle hegemonies of Whiteness currently present. Also, I acknowledge my motivation to do
a Whiteness self-study was profoundly personal, and I recognized my personal investment as a
factor in my research.
Additionally, as I cared for my students, I recognized the need to consider how my
experiences as a woman with a hearing impairment contributed to my research, particularly on
connection and relationship building. Though I can empathize with identifying with a
marginalized population, I could not assume my experiences were similar to my students of
color, primarily because of my White identity. Nor could I assume my experiences as a pseudofirst-generation college student were similar to actual first-generation college students.
Concurrently, my data were collected during the COVID-19 global pandemic, which profoundly
affected personal contact with students, as all interactions took place virtually, either through
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written communication or via a Zoom call. It was important I consider this in person face to face
disconnect in my work. It was also important I acknowledge the deep impact of living in the
uncertain and unstable times of a pandemic my students endured throughout the semester.
Definitions of Terms
For this research I offer the following terms:
•

Creativity: the action of making something new, through written prose, reflection,
and photovoice/self-portraiture

•

Dialogical voice: “the act of listening, writing, and conversing in one’s cultural point
of reference” (Evans-Winters, 2019, p. 22).

•

Othermothering: teaching through a mothering of the mind through mentoring,
which is framed with love, as an ethic of care

•

Photovoice: “a methodology whereby insiders document their own realities via
images and then systematically analyze them” (Herr & Anderson, 2015, p. 33).

•

Self-reflective research: inquisitive self-study during which a researcher grapples
with pressing curiosities and questions that arise within one’s pedagogy and practice

•

Teach/teaching: using a constructivist mindset, fostering growth through critical
thinking, creativity, storytelling, and hands-on learning

•

Voice: self-expression through written prose, journal reflections, creative works, or
the spoken word; also “the active engagement of students and teachers in dialogue
with one another” (Sheared, 1994, p. 274).

•

Warm demander: expecting students to perform at a high level while
communicating with warmth and care (Bondy & Ross, 2008).
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Whiteness: as a socially constructed discourse of race that provides privilege for
persons with a skin tone perceived as the voice of norm.

•

Womanism: “a social change perspective rooted in Black women’s and other women
of color’s everyday experiences and everyday methods of problem solving in
everyday spaces, extended to the problem of ending all forms of oppression for all
people” (Phillips, 2006, p. xx)

•

Womanist educators: “voiceful, inquisitive, and socially active community members
who are guided by a vision of inclusiveness and fairness” (Beauboeuf-Lafontant,
2005, p. 437).

As I move into the review of the literature that supports my work, I share a prose and
photovoice I created in reflection of teaching and listening in a pandemic titled, Ode to Remote
Learning, as an example of dialogical voice and self-portrait photovoice as qualitative data.
Ode to Remote Learning
I cried
at my desk last night
as I sat grading
feeling sad
and so far away
from my students
as they navigate
remote learning and
online learning
alone.
They tell me they are
scared
because their loved ones
have COVID-19
and they are
lonely
and
overwhelmed
and
life is hard
as they log into class from their phones
at work
so they can help support
their families and still be a student.
All I can do is love them
from far away
inside my box on
their screens and this breaks
my heart daily.
At night I pray
for them.
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I pray they can feel the depth of how much
I love them.
I worry they cannot feel
my
love
through the Brady Bunch boxes
I call a classroom in this
space
we call life, right now.
When I was done with
my tears
I finished grading and
a text appeared on my screen
from a former student asking
How are you?
and can we talk soon because
I am missed?
I exhale.
Maybe,
they do know.
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CHAPTER TWO: REVIEW OF SUPPORTING LITERATURE
This chapter contains a review of the literature and research that supported this study.
Beginning with a weaving together of Black feminist thought/othermothering, womanism, and
womanist caring, I offer the work and voice of foundational Black feminists and womanists who
posited the need for Black feminist thought and womanism in educational research. Continuing
with womanist pedagogy in the academy and the use of narrative inquiry, dialogical voice, and
photovoice in qualitative research, I connect the need for critical whiteness studies’ second wave
to embody a narrative, voice-based approach to studying Whiteness in the academy.
Black Feminist Thought and the Embrace of Othermothering
Born in resistance to the Whiteness of slavery, segregation, and the feminist movement,
Black feminist thought intersects the dialogical relationship between race and gender
discrimination for Black women, using multiplicity of thought to tell the story of women through
interconnectedness (Collins, 2014; Evans-Winters, 2019). Black feminist Audre Lorde (2007),
asserted all forms of oppression are interrelated and the use of voice, through the use of prose
and poetry, is how change is made. Similarly, Black feminist bell hooks (1994), posited the heart
of feminism needs to educate for critical consciousness by centering love as an action.
Embracing the use of counternarratives as normative storytelling, Black feminist thought seeks
to change the narrative from solely White voices to an interconnectedness of a multitude of
Black voices with races, genders and classes overlapping. Black feminist thought today is “a
continuation of intellectual and activist traditions” (Guy-Sheftall, 1995, p. 1) wholly supporting
knowledge and experiences as modalities of change for the greater good.
In Black feminism, othermothering emerges from the roots of slavery as “women who
assist blood-mothers by sharing mothering responsibilities” (Collins, 2014, p. 178). In segregated
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schools, othermothering as a pedagogy in the hidden curriculum was crucial for the success of
Black students and was taken away when segregated schools ended, with the exclusion of Black
women as teachers in White schools (Guiffrida, 2005). Guiffrida’s (2005) research indicated this
familial approach to teaching directly and positively impacted academic achievement in African
American students. However, what continues to permeate teacher education programs as best
teaching practices is still determined through a White lens (Patterson et al., 2011), contributing to
a culture gap between White teacher educators and students who identify with traditionally
marginalized populations.
Womanism
Womanism, a term Alice Walker penned in 1983, is also attributed to the Black scholars
and foremothers of womanism, Chikwenye Okonjo Ogunyemi and Clenora Hudson-Weems.
Walker (1983) expressed womanism in prose such as “womanist is to feminist as purple is to
lavender” (p. xii), as a poetic critique of the Whiteness of the feminist movement, asserting
womanism seeks to reject the Whiteness of feminism (Phillips, 2006). These foremothers of
womanism saw another way of being in and viewing the world (Wellesley College, 2017).
Phillips (2006) stated, “Womanism is a social change perspective rooted in Black women’s and
other women of color’s everyday experiences and everyday methods of problem solving in
everyday spaces, extended to the problem of ending all forms of oppression for all people” (p.
xx). Though many womanists are Black women, there are also womanists who are White, male,
or other races (Beauboeuf-Lafontant, 2005; Phillips, 2006), as I, a White woman, identify as a
womanist. This broadening of womanism to include non-Black men and women as womanists
allows for scholars to examine the tenets of White Eurocentric thought in their respective fields
through a social justice lens (Fraser-Burgess et al., 2020).
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Womanists align with five core values: (a) they are anti-oppressionists, (b) they have a
vernacular attribute to their expression, (c) they have a nonideological way of moving in the
world, (d) they are communitarians, and (e) they are spiritual (Wellesley College, 2017). From
these values emerged what Phillips (2006) called the womanist triad of concern (see Figure 1):
connecting human–human, human–spiritual, and human–environment relationships (Wellesley
College, 2017). In these concerns for other people and deep connections to humans, spirituality
and the environment, womanists derive their knowledge (inner and outer), resist power
structures, and engineer thought processes (Fraser-Burgess et al., 2020). Womanists seek to solve
problems of oppression through a social justice lens rooted in a pursuit of the truth, awareness of
their inner light and the light of others, and an appreciation for the world around them (Phillips,
2006; Wellesley College, 2017).

Figure 1
Womanist Triad of Concern

Note. Adapted from “The Womanist Idea” (p. 36), by L. Maparyan, 2012, Routledge. Copyright
2012 by Taylor & Francis.
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Womanist Caring Pedagogy
Students who identify with marginalized populations continue to attribute their success
and retention in schools to the relationships built with teachers who display an ethic of care, seek
to build relationships, and who go above and beyond what is considered typical teacher
expectations (McCallum, 2020; Valenzuela, 2005). Though an ethic of care emerged from
Nodding’s (2003) work as crucial for schools to employ as a pedagogy in student success, there
has been critique of how care is exhibited, specifically the authenticity of care in schools by
White educators for students from traditionally marginalized populations as colorblind (Matias &
Mackey, 2016; Thompson, 1998). Matias and Mackey (2016) argued a need for educators to
invest in empathetic pedagogies, which require them to get comfortable with the uncomfortable
in the actions of caring and loving students.
Womanist caring, aligning with Black feminism and othermothering, was derived from
womanism and supported by Black traditions of caring rooted in the connection of a community
helps raise a child (Patterson et al., 2011). The perspective of a womanist educator is one who
embraces the similarities and differences of their students, in a classroom space, as the funds of
knowledge which can frame how a student sees, hears, and experiences the world through a
critical-thinking lens (Sheared, 1994). Beauboeuf-Lafontant (2002) offered an academic
definition of womanist caring:
First, womanists understand that oppression is an interlocking system, providing all
people with varying degrees of penalty and privilege. Second, they believe that individual
empowerment combined with collective action is key to lasting transformation. Last, they
embody humanism, which seeks the liberation of all, not simply themselves. (p. 72)

Decentering Whiteness in Teacher Education

24

Beauboeuf-Lafontant (2002) posited womanist teachers exhibit three qualities of caring:
an embrace of the maternal, political clarity, and an ethic of risk in their epistemology. In
embracing the maternal, womanist educators view the education of students as a community
commitment and a global responsibility to raise children in school settings (BeauboeufLafontant, 2002, 2005; Patterson et al., 2011). Womanist educators exhibit political clarity by
recognizing racism as a fundamental problem in schools while actively seeking social justice as a
means of dismantling the power structures that maintain oppression (Beauboeuf-Lafontant, 2002,
2005; Patterson et al., 2011). Finally, womanist educators display an ethic of risk in their
commitment to a humble understanding of self in relation to societal change through social
activism entrenched in pedagogy (Beauboeuf-Lafontant, 2002, 2005; Patterson et al., 2011).
These crucial elements of womanist caring enable educators to embrace learning through a
humanistic lens, honoring their knowledge as a shared power, learning side by side, thus creating
a socially just society empowering their students as agents for change (Beauboeuf-Lafontant,
2002, 2005). My visual connection of the womanist triad of concern to womanist pedagogy is
displayed in Figure 2.
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Figure 2
Womanist Triad of Concern and Triad of Womanist Caring Pedagogy

Note. Adapted from “The Womanist Idea” (p. 36), by L. Maparyan, 2012, Routledge. Copyright
2012 by Taylor & Francis and the work of Beauboeuf-Lafontant, 2002, 2005.
Othermothering and Womanist Caring Pedagogy in the Academy
Situated in the academy, McCallum (2020) defined othermothering as engaging in
“intimate, personal and encouraging relationships with students” (p. 954). Though
othermothering exists primarily in relationships between Black faculty members and students
(Mawhinney, 2011; McCallum, 2020), research has shown othermothering can occur in the
academy between White faculty members of any gender and students if an ethic of womanist
care as pedagogy is embodied (Beauboeuf-Lafontant, 2002; Esposito, 2014; Guiffrida, 2005;
McCallum, 2020). Students view othermothering in the academy as those faculty members who
go above and beyond what is deemed as the typical and traditional White normative student–
faculty relationships; rather, these faculty members mentor students inside and outside the
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classroom, essentially mothering the mind, body, and spirit (Esposito, 2014; Guiffrida, 2005;
Mawhinney, 2011).
Fraser-Burgess et al. (2020) argued womanist caring pedagogy in the academy allows for
a dismantling of the Whiteness that continues to marginalize students, in its ability to unpack
White normative thinking, through embodied care that encourages the embrace of
intersectionality and conversations that promote social change. While teaching a social
foundations course about womanist caring pedagogy to preservice teachers, Cozart and Gordon
(2006) found their use of womanist caring pedagogy allowed teacher education students to begin
the process of using a lens of caring, while viewing themselves as agents of change to create a
socially just society. When teacher educators embody womanist caring pedagogy, they model
how teaching can be “deeply contextual, responsive to particular instances of injustice and tied to
concrete action” (Beauboeuf-Lafontant, 2005, p. 443). Though there is research on
othermothering through the lens of Black educators and educators of color in the academy, I
could not find significant research on the use of othermothering and womanist pedagogy in the
academy through the lens of a White educator seeking to transform their pedagogy with
traditionally marginalized students.
Critical Whiteness Studies
Critical whiteness studies (CWS) emerged as a first wave of critical theory study
stemming from MacIntosh’s (1989) work on White privilege and the impact of privilege
recognition on racial discourse and institutional impacts in the United States (Barnes, 2017;
Leonardo, 2002). Quickly this research was identified as continuing to center Whiteness as
technology (Leonardo, 2002), which did not move educational policy and the implications of
Whiteness in curriculum and classrooms away from antiracist language and action. Leonardo’s
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(2002) work suggested a second wave of CWS that “(encouraged) researchers to explore the
intersection of Whiteness and emotion in different socio-political settings” (p. 162). Many
believe a divestment in Whiteness by White teacher educators is necessary for movement into an
antiracist identity and sense of self (Utt & Tochluk, 2020).
Critical Whiteness Studies’ Second Wave in Teacher Education
The understanding of self through the critical Whiteness lens is in the movement of the
second wave of CWS that seeks to unpack how Whiteness is experienced by Whites. This second
wave of CWS needs to be an effort which promotes an understanding of how Whiteness
perpetuates everyday life and the teaching profession (Barnes, 2017). Jupp and Slattery (2010)
stated it is critical for the second wave of CWS to “provide new directions for White teachers
and other White identities in moving previous and current research from static and essentializing
end points to a generative and productive White identifications” (p. 455).
Sleeter (2017) suggested White teacher educators work collaboratively to dismantle
racism in their teacher education programs, with a commitment to long-term social justice work.
She posited using an adaptation of Milner’s (2007) framework for education researchers, which
encourages White educators to look for dangers seen, unseen, and unforeseen. Sleeter (2017)
suggested this could be done in four parts:
(a) Examining one’s own racial and cultural background and identity and how that might
affect one’s experiences and perspectives; (b) considering the racial and cultural
backgrounds and identities of “the researched” (or of students for whom one is preparing
teachers) and how one’s own beliefs and convictions interact and may conflict with
theirs; (c) engaged reflection and representation in which teacher educators and
community members think through together “what is happening in a particular research
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[or school] community with race and culture placed at the core”; and (d) shifting from
self to system by learning to focus on how race structures community and school
experiences and how racial barriers can be reduced or eliminated. (p. 165)
Earick’s (2018) research indicated a need for creating a culture of equity over a culture of
equality in teacher education programs. They recommended equity can be achieved by White
teacher education faculty moving from (a) White social justice to antiracist transformation
pedagogies, (b) White identity development to interest convergence to disrupt and mediate
racism outputs, (c) studying others by White teacher researchers to studying self, and (d) White
curriculums to antiracists curriculums (Earick, 2018). The shift from White-centered teacher
education programs will disrupt the Eurocentric logic and design of current programs and serve
to decolonize teacher education programs across the United States (Carter Andrews, 2021).
A second wave of Whiteness studies in teacher education is critical in moving teacher
education programs from White normative to equitably inclusive. Tanner (2017) approached this
need for self-reflective work by White educators using narrative-inquiry-informed work and
storytelling. The use of narrative “storytelling and story interpretation” (Tanner, 2017, p. 3)
allows a White educator to decolonize their minds and decenter Whiteness in educational spaces.
Barnes’s (2017) research suggested bringing preservice teachers’ stories alongside the stories of
teacher educators, in this second wave of CWS, could continue to shape teacher- education
programs into antiracist teacher education programs. Noting this suggestion of further research
needed, I sought to investigate how my understanding of Whiteness embodied in my conscious
and my unconscious biases, alongside the voices of my students, could contribute to antiracist
education in teacher education programs.
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Narrative Inquiry as a Qualitative Inquiry of Womanist Pedagogy
Narrative inquiry as a research tool for teacher educators and teachers focuses on placing
teaches stories and experiences of as substantial bodies of knowledge from which change can be
activated in education (Clandindin, 2016; Creswell & Poth, 2018). Framed by personal, practical,
and social justifications, narrative inquiry allows education researchers to answer the why, what,
and how puzzles of practice and pedagogy that emerge in classroom spaces (Clandindin, 2016;
Creswell & Poth, 2018). By living in their own teaching stories and alongside the stories of their
students, educators construct and create narratives as tangible research that seeks to transform
educational policies and practice (Clandindin, 2016; Creswell & Poth, 2018).
Embracing the use of dialogical voice in narrative inquiry, a form of qualitative inquiry,
is a research strategy undergirded by Black feminism and womanism (Evans-Winters, 2019).
Dialogical voice, “the act of listening, writing and conversing in one’s cultural point of
reference” (Evans-Winters, 2019, p. 22), through a womanist lens, shifts narrative inquiry to also
include prose, poetry, and performance art as qualitative data. This shift supports the reformation
of narrative inquiry and its inherent and traditional White lens to an inclusive lens which lifts and
amplifies voices of traditionally marginalized populations (Evans-Winters, 2019; Tanner, 2017).
As an emerging researcher, and a daughter of research (Evans-Winters, 2019), I was
interested in how the use of dialogical voice, through producing prose, poetry and/or photovoice,
“a methodology whereby insiders document their own realities via images and then
systematically analyze them” (Herr & Anderson, 2015, p. 33) as data, could be informed by the
voices of my students. I was curious if dialogical voice data as an embodied act of daughtering as
a researcher (Esposito & Evans-Winters, 2022) could create a conversation in teacher education
programs as movement toward equitably inclusive programs seeking to decenter Whiteness.
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Similarly, as an academic and a creative person developing her own voice not rooted in
traditional Whiteness styles of academic writing, I explored how I could produce written and
photographical data that moved and reframed voices in educational research into antioppressionist expressions that decolonized minds.
As I move into the how and methodology of my research, I share a prose I wrote and a
photovoice I created, as a reflection on why reflective work is so important to me, and as an
example of my interpretation of dialogical voice, which seeks to decolonize my thinking.
Listening

When I was a little girl, I spent my summers at the library, because when you are the daughter of
a single mom who is a librarian’s assistant, you go to work with your mom.
In those hazy summer days curled up on the cool floor of the children’s room and tucked away
in the basement of that tall stone building I read my way through the shelves and shelves of
books. In those lazy summer days, I found the magic of stories.
Transforming me, other people’s lives felt so intriguing fascinating mystical and comforting. I
found the kinship and stories of other kids with disabilities, other families who only had a mom,
other people who had experienced death and loss, other girls who had never felt quite like they
belonged. I also found hope, resurrection, passion, education, and romance.
Laying in a corner of the reading room, curled up in a beanbag chair, I grew.
I think it was in the middle of those stacks of books I realized I wanted to teach. Not because I
wanted to impart wisdom on others, yet because they wanted to know their stories, too. My
silent, in-my-head question, of everyone I meet is “what’s your story?”
It was inside this deep yearning for knowing others I approached my students with disabilities,
often puzzling “what do you need to say?” and “how can I help you be heard?”
As I transitioned to my role as a professor, I quickly found myself falling into the belief I had to
be just like the professors I had who were closed off, hard to approach, strict, and a sage on the
stage. Just as quickly I realized, “oh fuck, this this is not who I am.” I flipped the narrative in my
head back to “what do you need to say? and “how can I help you be heard?”
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It’s an evolving practice, teaching and othermothering college students. Yet it’s their stories that
lead, shape, and transform my pedagogy. I am their “other Mama,” Jane, and I am a daughter of
their knowledge. It’s a relationship that seeks to shift energy and create change from within.
There’s so much to gain from my student’s stories. They take me into a sphere of knowing, and
place of spiritual interconnectedness that reminds me so simply and so profoundly:
everyone can be heard.
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CHAPTER THREE: METHODOLOGY
This chapter serves to outline the design, methodology, data collection and data analysis
of this qualitative action research self-study. Using self-study of teaching and teacher education
practices (S-STEP) methodology, in a community college classroom setting I explored how the
voices of my students impacted my pedagogy of womanist caring and my critical reflective
creativity. Using a dialogical-voice approach informed by narrative inquiry, through reflective
journaling and creative works, such as narrative prose and self-portrait photovoice, this research
was analyzed through the lens of Milner’s (2007) framework for teacher educators and through
Beauboeuf-Lafontant’s (2002, 2005) descriptors of womanist caring pedagogy, and through
deductive codes that emerged into themes. I conclude with the limitations of this study.
Research Design
Following an extensive review of literature, I recognized grappling with Whiteness in
teacher education and being an antiracist teacher has been proven as necessary to dismantle the
White Eurocentrism of teacher education programs. My research questions focused on how the
voices of my students influenced my pedagogy and my creativity, as a White woman educator.
Galman et al. (2010) suggested teacher educator faculty members begin with an exploration of
self and beliefs one may hold, through the use of Hamilton and Pinnegar’s (2015) self-study
methodology, S-STEP.
Drawing on life experiences and experiences as an educator, S-STEP researchers work
toward uncovering, through self-exploration, critical thinking, and reflective examination, their
understanding of their practice, and their understanding of students’ personal backgrounds
(Hamilton & Pinnegar, 2015; Hamilton et al., 2008). Self-study research explores the self
(teacher) in relation to the other (student). It is a process that is transformative for the teacher so
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they may be better apt to transform the student (or curriculum or institution) which helps
educators explore tensions and gaps between self and teaching practices, especially in social
justice work (Pinnegar & Hamilton, 2020). Self-study research is typically informed by narrative
inquiry as a methodology and is shifting to being referred to as self-study of practice (S-SP), to
be more inclusive of all who study their practice (Pinnegar & Hamilton, 2020). I chose S-SP
because it provided an opportunity for my evolving reflective practice as an educator to grow.
As an action researcher, one who seeks transformative change in their classroom (Herr &
Anderson, 2015) for a socially just and equitable learning environment, I began outlining my SSTEP/S-SP methodology by using Pinnegar and Hamilton’s (2015) framework for inquiry
planning, delving into critical questions one must ask oneself prior to self-study research. My
reflections to their framework, outlined in Table 1, offer the foundation for my self-study
methodology. This table identifies my research interests, outlines problems of practice, explores
potential participants and connects the literature to my values and beliefs.

Figure 3
Pinnegar and Hamilton’s (2015) Framework for Inquiry Planning With My Reflections
What am I interested in exploring? I am interested in exploring how Whiteness and my
cultural background shapes how I hear, understand and interpret the voices of my students.
What do I identify as problems in my practice, where my actions do not seem to match
my values (living contradictions)? I recognize the culture gap between my students and
myself and I seek to remedy this gap. What issues do I want to further understand? I seek
to understand the voices of my marginalized students. What do I want to learn about these
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interests, issues, and concerns? I want to learn how their voices can deepen my womanist
pedagogy, shape my teaching, and influence my creativity.
How could I explore these concerns and issues? I could explore these concerns and issues
through my personal reflective journaling and creative works. What contexts might be most
fitting? The most appropriate context would be in my courses, online, and remote. Who are
the most appropriate participants—me? My students? The most appropriate participant is
myself.
What strategies might I use? I will use narrative-inquiry-informed work because it allows
for the use of counternarratives as transformative data. What would count as evidence? I
would use reflective journaling, narrative prose, photovoice, written responses to student
journals, and written responses to student work.
What work in teacher education research (or other research fields) will guide my
inquiry? Milner’s (2007) framework for teacher education researchers and BeauboeufLafontant’s (2002) three qualities of womanist caring pedagogy will guide my work. What
beliefs are embedded in my questions? Teacher education is White normative and needs to
become equitably inclusive. What values do I embody in my practice and research? I
embody womanist pedagogy and constructivist teaching. How will I hold myself
accountable? I will employ the use of reflective journaling after my remote courses, reflective
journaling after reading online course discussions, reflective journaling after student
meetings, creating a binder with responses to student work, and a journal for all creative
works made. What do I expect to contribute to the knowledge base? I hope to amplify the
voices of my students in myself and my teaching practice to close the culture gap between us
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and use my research to help shift teacher education from White normative to equitably
inclusive and antiracist.

Galman et al.’s (2010) findings also suggested a need for White teacher educators to selfexamine through self-study methodologies, such as narrative-inquiry-informed work, to foster
antiracist teaching cultures. In my desire to become an accomplice for my students by seeking to
understand their voices, my dialogical voice, informed by narrative inquiry research, included
reflective journaling, narrative prose, photovoice, and the collection of my written responses to
student work in student journals and student autoethnographies collected over the Spring 2021
semester. Drawing upon the work of Evans-Winters (2019), embracing narrative inquiry as
qualitative inquiry through a Black feminist lens, this research design allowed me to embody
othermothering as an educator and employ daughtering as a researcher, as methodology as an
action researcher, seeking to shift my thinking and teaching from White normative, and move
toward decolonizing my pedagogy and practice. My first research question served as my
embodiment of othermothering as an educator and my second research question served as my
embodiment of daughtering as a researcher.
Research Questions
The following research questions guided my study:
RQ1: How do the voices of my community college students influence my pedagogy of
womanist caring as a White woman?
RQ2: How do the voices of my community college students influence my reflective
creativity as a White woman?
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Setting and Participants
This self-study occurred at Hope Community College (HCC) in the Northeastern United
States during the Spring 2021 semester, which was taught fully virtual due to the COVID-19
global pandemic. Serving a rural county and a suburban county, HCC college has approximately
7,100 students, with 41% of the total student population being first-generation college students
and in teacher education 34% of the students are students of color; historically, these populations
of students are marginalized. The teacher education faculty at HCC is 97% White women, a
typical example of the current teaching pipeline of White teacher educators in colleges and
universities across the United States.
The courses I was assigned to teach in Spring 2021 included: (a) a remote (synchronous
instruction taught via Zoom twice weekly for 1.5 hours) section of Introduction to Special
Education (EDU105R), (b) an online (weekly self-guided instruction through the CANVAS
online modality) section of Introduction to Special Education (EDU105O), (c) an online section
of Assistive Technology for Children with Exceptionalities (SED200), and (d) an online section
of Education Fieldwork Experience I (EDU115). All students in remote and online sections were
asked to meet with me at least once, via Zoom, synchronously. From these courses, I selected a
sample of 21 students to analyze my reflections on our interactions throughout the 15-week
semester, beginning January 2021 through May 2021.
To triangulate the data collected, in the sample I selected at least nine students from one
or more of the following categories: (a) student(s) who I had in a prior course and already had an
established connection with; (b) identified as a first-generation student, (c) identified as Black,
Indigenous, Person of Color; and (d) identified as White. Student-identity categories can be seen
in Table 2, where all student names have been anonymized. Students were informed of my
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research at the beginning of the semester and were asked to complete a consent form online.
Only students who agreed to participate were included in this study.

Table 1
Student Pseudonyms and Identities
Student Name
Anton
Bev
Cola
Denise
Ella
Francis
Gert
Hope
Indigo
Joie
Karla
Lou
May
Norbert
Ophelia
Patrice
Quill
Rice
Sam
Tanya
Uni
Number of
students in each
category (of 21
total students)

Prior student
X
X
X
X
X
X
X
X
X

First generation
X
X

BIPOC
X

X
X
X

X

X
X
X
X

X
X
X
X
X
X
X

X
X
X
X
X
X
X
X
X
X
X
X

X

9

White

X
12

X
10

11

Note. BIPOC = Black, Indigenous, Person of Color

Method of Data Collection
For this study, I collected narrative raw data from my four courses and narrative raw data
from my reflective journal. The data I collected consisted of two types of narrative artifacts:
written and creative. The breakdown of the data is distinguished in Table 3.
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Table 2
Categories of Artifacts Collected as Data
Written artifacts
Reflective journaling after remote teaching
Reflective journaling after one-on-one meeting
with students via Zoom
Written responses to student emails
Written responses to student reflective journals
Written responses to student autoethnographies
Written responses to student Research Paper 1
Written response to student teacher-interview
papers

Creative artifacts
Narrative prose created in response to student
voice
Photovoice/self-portrait created in response to
student voice
Narrative prose created as self-reflection
Photovoice/self-portrait created as self-reflection

Written Artifacts in Self-Reflection
Seeking to explore tensions and gaps between self and teaching practices as a self-study
researcher (Pinnegar & Hamilton, 2020), I engaged in reflective journaling after teaching
Introduction to Special Education-Remote, up to two times per week. I also engaged in reflective
journaling after meeting with most students one on one via Zoom. Additionally, if I found myself
reflecting further later, I would spend time writing in my journal to narrate those additional
thoughts and feelings.
Written Artifacts in Response to Student Voice
The written artifacts in response to student voice I collected came from several
assignments in my courses, student reflective journals, student autoethnography papers, and
student research papers. The reflective journal assignment requirements for students were:
Students will deepen their reflection skills as well as written communication and creative
skills by writing in a journal, weekly. Each student will make two entries into their
reflection journal by the date due. Topics are determined by the student or in response to
a prompt from the professor. Entries can be typed or written in a journal and then
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uploaded (please be sure it is legible!). Topics can include: personal stories student
wishes to share, current struggles, positive information student wishes to share, a drawing
or sketch the student wishes to upload, goals and aspirations of student, feedback on the
most recent chapter being discussed, funny stories student wishes to share....basically,
this is a way for you and Jane to get to know each other through the semester. Journals
will be handed in on designated due dates for instructor review and feedback. Entries
need to be at least two paragraphs and no more than 5 paragraphs (Ammon, J., personal
communication, January 19, 2021).
The autoethnography requirements were:
Each student will read the provided chapter from Sensoy & DiAngelo [2017] titled:
“Understanding Privilege Through Ableism.” will then write a two-page autoethnography
(an autoethnography is a self-reflective paper, written to share one’s experiences,
knowledge of, understanding of and feelings about a socially just issue or a culture to
which one may or may not belong) connecting themselves (personal story) to the
concepts of privilege and ableism. Consider two things, are you an outsider to either
concept? Are you an insider? Tell your perspective and your story from the viewpoint of
your identity (Ammon, J., personal communication, January 19, 2021).
The modified research Paper 2 requirements, sent via email to students were:
Write a two to three self-reflective page paper in APA format that answers the following
questions:
How do I define respect?
How do I define disrespect?
Why do I feel this way about each definition?
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Where do these beliefs come from (what’s my history, background, understanding of my
culture that forms these beliefs)?
How do I feel about those beliefs and how they impact me personally?
How do I feel about how these beliefs and feelings intersect with my race, socioeconomic
status, gender and identity?
How will I build a classroom that does not center disrespect as a form of instruction?
The teacher interview requirements were:
Observation Paper #1: Interview a teacher (a regular education teacher who has students
with exceptionalities in their class or a special education teacher) via telephone or Zoom.
Submit the following: 1) The typed answers to the interview 2) A two-page reaction
paper to the interview (do not simply submit the teacher’s responses to the questions!).
Detail what you learned, observed, felt, thought about during the interview. Reflect on
how this teacher’s strategies and philosophies match your own (or not). Describe how it
felt to be interviewing this teacher as well as your thoughts on how they perceive students
with exceptionalities (Ammon, J., personal communication, January 19, 2021).
The final type of written artifact collected as raw data in response to student voice was
my written response to student emails, questions, and/or messages sent electronically.
Creative Artifacts
Creative artifacts included narrative prose I wrote in response to student voice, and selfportraits I created in response to student voice, narrative prose I wrote in response to selfreflections, and self-portraits I created in response to self-reflections, which is consistent with
self-study methodology. Employing daughtering as a researcher, (Evans-Winters, 2019) as my
methodology of an action researcher, my creative artifacts served as my interpretation of student
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voice and my exploration of Whiteness through creative works. Table 4 details the total data I
collected and the data I collected by course.

Table 3
Total Artifacts Collected
Data collected by
course
Autoethnography
(comments and
annotations)
Teacher interview
(comments and
annotations)

EDU 105R

EDU 105O

EDU 115

SED 205

Total data

Nine students

Three students

n/a

n/a

12 entries

Eight students

2 students

n/a

n/a

10 entries

Research Paper 2
(comments and
annotations)
Response to
student emails
Student journal
(my comments and
annotations)
Reflective journal
after remote
teaching
Reflective journal
after one-one-one
Zoom meetings
Creative works
made during data
collection
Total data
collected

Eight students

Two students

n/a

n/a

10 entries

38 entries

11 entries

10 entries

Three entries

62 entries

Nine students
43 entries

Three students
14 entries

Four students
21 entries

Five students
17 entries

95 entries

26 entries

n/a

n/a

n/a

26 entries

Seven entries

Two entries

12 entries

Four entries

25 entries

Eight
creative
works
248 pieces
of data

Data Analysis
Analysis of my data were viewed through two lenses of descriptive focus and themes for
deductive coding as predetermined a priori codes (Saldana, 2021). The a priori codes were
derived from Milner’s (2007) framework for teacher educators and Beauboeuf-Lafontant’s
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(2002, 2005) descriptors of womanist caring pedagogy. Emerging from the a priori coding
rounds, I merged in vivo codes (Saldana, 2021) into themes to align with womanist theory,
womanist caring pedagogy and Milner’s (2007) framework for teacher educators.
Coding Rounds
In the first round of coding, using Milner’s (2007) framework for teacher educators,
being aware of dangers seen, unseen, and unforeseen as suggested by Sleeter (2017), I (a)
examined how my racial and cultural background and identity shaped my experiences and
perspective, (b) considered the racial and cultural backgrounds of my students and how my
beliefs and perspectives intersected or conflicted with theirs, (c) engaged in reflection of how my
research intersected with the current culture of our community college setting and teacher
education curriculum, and (d) considered how my research can shift from self to system to
reduce or eliminate racial barriers in my classroom. The data were coded into three a priori
categories: (a) Seen Dangers—obvious racism in curriculum or materials, avoidance of racial
topics in conversations and exchanges; (b) Unseen Dangers—color-blind assumptions by
educator, educator silence or silencing of students; and (c) Unforeseen Dangers—
misinterpretations of student voice, generalizations made about student culture or background.
Concurrently, I examined my narrative data with a priori codes for descriptive and
creative examples of Beauboeuf-Lafontant’s (2002, 2005) three qualities of womanist caring
pedagogy a) embrace of the maternal, (b) political clarity, and (c) ethic of risk, respectively.
During that round I also coded inductively, creating in vivo codes, identifying patterns and
themes in the data. During the first round, 20 in vivo codes emerged, which were then
thematically analyzed for overlap. Connections and similarities and merged into the following
themes for analysis: Love, Parenting, Linguistics, Boundaries, Vulnerability, Social Activism
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and Areas for Growth. The themes were then analyzed and connected to the womanist triad of
concern and womanist pedagogy (see Figure 3).

Figure 4
Womanist Triad of Concern and Triad of Womanist Caring Pedagogy With Emergent Themes

Note. Adapted from “The Womanist Idea” (p. 36), by L. Maparyan, 2012, Routledge. Copyright
2012 by Taylor & Francis and the work of Beauboeuf-Lafontant, 2002, 2005.

Prior to the second round, I organized the emergent themes to align with my theoretical
frameworks and dialogical-voice methodology. Using Beauboeuf-Lafontant’s (2002, 2005) three
qualities of womanist caring pedagogy as the main three categories, and my emergent themes of
Love, Parenting, Linguistics, Boundaries, Vulnerability, Social Activism, and Areas of Growth
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as an Educator as subcategories, I devised a series of questions to use as a guiding and
organizing tool for the second round of coding. Next, I created lenses through which I could
answer the pressing questions of my themes using the data. Each category and thematic question
were viewed through the lenses of (a) critical Whiteness as an educator, (b) Whiteness
decentered by student voice, (c) Evans-Winter’s (2019) dialogical-voice methodology of
othermothering as an educator, (d) Evans-Winter’s (2019) dialogical-voice methodology of
daughtering as a researcher, and (e) Milner’s (2007) framework for teacher educators as areas of
growth, as seen in Table 5.
For Coding Round 2, I employed each question as a lens through which I could view the
data, seeking specific instances of self-reflection from student voice in each categorical question,
further refining the themes derived from the data into the womanist pedagogy qualities. The
breakdown was as follows:
A) Womanist caring Lens of Embrace of the Maternal, Theme-Love: How is it expressed
through an educator lens? through a Whiteness lens decentered by student voice?,
through an othermothering lens?, through a daughtering lens?
B) Womanist caring Lens of Embrace of the Maternal, Theme-Parenting: How is it
expressed through an educator lens? through a Whiteness lens decentered by student
voice?, through an othermothering lens?, through a daughtering lens?
C) Womanist caring Lens/Political Clarity, Theme-Linguistics: How is it expressed
through an educator lens? through a Whiteness lens decentered by student voice?,
through an othermothering lens?, through a daughtering lens?
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D) Womanist Caring Lens of Political Clarity, Theme-Boundaries: How is it expressed
through an educator lens? through a Whiteness lens decentered by student voice?
through an othermothering lens? through a daughtering lens?
E) Womanist Caring Lens of Ethic of Risk, Theme-Vulnerability: How is it expressed
through an educator lens? through a Whiteness lens decentered by student voice?
through an othermothering lens? through a daughtering lens?
F) Womanist Caring Lens of Ethic of Risk, Theme-Boundaries: How is it expressed
through an educator lens? through a Whiteness lens decentered by student voice?
through an othermothering lens? through a daughtering lens?
G) Womanist Caring Lens of Ethic of Risk, Theme-Vulnerability: How is it expressed
through an educator lens? through a Whiteness lens decentered by student voice?
through an othermothering lens? through a daughtering lens?
H) Womanist Caring Lens of Ethic of Risk, Theme-Social Activism: How is it
expressed through an educator lens? through a Whiteness lens decentered by student
voice? through an othermothering lens? through a daughtering lens?
For each categorical lens question, I created a journal entry citing specific narrative
examples of my response to student voice through each lens (educator, Whiteness,
othermothering, daughtering, areas of growth). Next, I wrote analytical memos as reflections on
the data that aligned with the categorical lens question. The analytical memos collected in my
journals served as the foundation for my analysis and discussion.

Table 4
Data Matrix of Questions for Coding Round 2
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Embrace of the Maternal:
Love: How is it expressed/felt?
through an educator lens
through a Whiteness lens (decentered by student voice)
through an othermothering lens
through a daughtering lens
Parenting: What is Modeled?
through an educator lens
through a Whiteness lens (decentered by student voice)
through an othermothering lens
through a daughtering lens
Areas of growth: How are they experienced?
through an embrace of the maternal lens as a White woman
(seen, unseen, and unforeseen dangers)
Political Clarity:
Linguistics: What is the meaning of words?
through an educator lens
through a Whiteness lens (decentered by student voice)
through an othermothering lens
through a daughtering lens
Boundaries: How are they defined?
through an educator lens
through a Whiteness lens (decentered by student voice)
through an othermothering lens
through a daughtering lens
Areas of growth: How are they experienced?
through an embrace of the political lens as a White woman
(seen, unseen, and unforeseen dangers)
Ethic of Risk:
Vulnerability: How is it expressed?
through an educator lens
through a Whiteness lens (decentered by student voice)
through an othermothering lens
through a daughtering lens
Social Activism: What does it look like?
through an educator lens
through a Whiteness lens (decentered by student voice)
through an othermothering lens
through a daughtering lens
Areas of growth: How are they experienced?
through an embrace of the ethic-of-risk lens as a White woman
(seen, unseen, and unforeseen dangers)

Validity
As a self-study researcher, my work sought to transform my understanding of student
voices and my womanist pedagogy in my teacher education classroom. This desire to allow the
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research process to make me a researcher open to “reorientating their view of reality as well as
their view of their role” (Herr & Anderson, 2015, p. 69), operated as catalytic validity. Self-study
research is based on trustworthiness of self as a researcher for validity (Hamilton et al., 2008). I
maintained the process of triangulation due to the variety of the narrative data I collected (e.g.,
journaling, written responses to student work, creative works) throughout the research.
Limitations
As I engaged in self-study research, it was vital I remained cognizant of how my research
may have been impacting my practice and how the research process influenced my practice.
Many times, during the data collection, I used conversations with two different critical friends,
who served as “intellectual watchdogs” (Rossman & Rallis, 2012, p. 65) to help determine
biases, limitations, any skewed perspectives I may have had, and uncertainties that emerged in
my thought processes. These critical friends helped with instances of subjectivity of self-doubt or
self-aggrandizement I encountered in the process.
Additionally, it is important for me to recognize my positionality as a White woman,
utilizing a critical Whiteness studies through critical race theory lens, as a source of potential
tension within my work. As a White woman I acknowledge the importance of anti-racist work,
while also acknowledging the historical tensions a White woman doing anti-racist and antioppressionist work may bring for people who have been traditionally marginalized. It is also
important for me to recognize the depth of mental preparation, research on privilege, and selfinterrogation one must do to engage in decentering Whiteness within themselves and within their
pedagogy.
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CHAPTER 4: ANALYSIS AND RESULTS
In this chapter I explore how I used womanist pedagogy, interpreted through the
questions formulated after coding my data for themes, as seen in Table 5. Drawing from my
written responses to student voice, I share my analysis of written responses to student voice and
creative works made. The creative works employed my explorations of how I could be a
daughter of research (Evans-Winters, 2019) producing dialogical-voice-inspired work while
listening to student voice and examining how Whiteness influenced my womanist pedagogy.
This analysis served to answer my research questions:
RQ1: How do the voices of my students influence my pedagogy of womanist caring as a
White woman seeking to decenter Whiteness?
RQ2: How do the voices of my students influence my reflective creativity as a White
woman seeking to decenter Whiteness?
Womanist Pedagogy: Embrace of the Maternal
In embracing the maternal, womanist educators view the education of students as a
community commitment and a global responsibility to raise children in school settings
(Beauboeuf-Lafontant, 2002, 2005; Patterson et al., 2011). As my data were coded, I uncovered
two prevalent themes in my embrace of the maternal in my pedagogy: Love and Parenting. Each
theme is explored and analyzed through the lenses of an educator, Whiteness decentered by
student voice, othermothering as an educator, and daughtering as a researcher. Areas of growth
in embrace of the maternal are also analyzed.
Love: How Is It Expressed/Felt Through an Educator Lens?
I wrote the following to Rice in their teacher interview assignment comments: “This sounds
like a wonderful and insightful interview experience for you. I really love all of our reflections to
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her answers.” I wrote the following to Patrice in their teacher interview assignment comments:
“Your interview reflection is excellent, thorough, and shows critical thinking. Nice work!” I wrote
the following to Uni in their autoethnography paper comments: “Thank you for sharing your story
with me. I think stories like yours, when shared, change the world.”
Analysis of Love: How Is It Expressed or Felt Through an Educator Lens?
In embracing the maternal as an educator, through a love lens, I found myself lifting
students by lovingly pointing out the traits they possessed which connect them not only to me,
but also to their future students. This embrace of love through an educator lens connected to the
womanist value of being vernacular (Maparyan, 2012), speaking to them where they are at, and
encouraging growth from that point forward. As a teacher educator, I exemplify love so my
students can also meet their students at a loving place as an educator, seeing strength while
encouraging critical thinking for growth. I do this because of hooks (2003), who stated love
between an educator and a student is “a combination of care, commitment, knowledge,
responsibility, respect and trust” (p. 131).
Love: How Is It Expressed or Felt Through a Whiteness Lens (Decentered by Student
Voice)?
I wrote the following to Indigo in their journal entry comments: “I knew you could do it
this semester. I’m so glad you finally believed in yourself!” I wrote the following to Ella in their
journal entry comments: “Also, I agree, I have loved seeing how much you have grown these
past few semesters.” I wrote the following to Norbert in response to an email (required by
college policy for permission to reenroll after missing a payment): “Of course, you may reenroll
in my course.”
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Analysis of Love: How is It Expressed or Felt Through a Whiteness Lens (Decentered by
Student Voice)?
When I look at these three interactions of how these students’ stories and our
relationships decentered my Whiteness, I realized some of the implicit biases I held prior to
knowing these students. Indigo, a prior student who identified as White woman and a firstgeneration student, was enrolled for the third attempt at my class. She always displayed
intelligence and critical thinking, yet she had shared with me how the depth of her current
poverty, and her upbringing in a home living with poverty and with abuse really got in the way
of her first two attempts. When I saw she enrolled again I remember thinking, “oh I hope she can
push through those walls that keep getting in her way.”
As I moved through this research and study while doing more learning about equity, I
realized (a) I knew very little about living with poverty and its effect on students, especially
White students in my courses; (b) I had been raised to believe being “poor” was a “choice” for
White people; and (c) how much living with poverty can hinder access to education. Listening to
Indigo by reading her journals and really hearing her struggles helped me unpack some of the
ingrained beliefs I grew up with about White people who were living with poverty. My
upbringing, though not at the poverty level yet not fully in the middle class, taught me that
people who were poor “didn’t work hard enough.” Indigo’s voice really shattered this ingrained
bias in me during the three semesters we got to know each other. This belief in meritocracy, a
conscious bias, stems from what is often seen in many White lower-middle-class members, like
me, in the technology of power of Whiteness (Leonardo, 2002). This bias was deeply shifted in
the time since I was able to grow as an educator with Indigo as the voice that spoke her truth.
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Ella, a prior student who identified as a Latinx woman and a first-generation student, was
open and honest with me over the 3 semesters I had her in my courses. She told me often, that
she asked for a lot of clarity on directions, projects, and assignments because she was an English
language learner. Once I learned how to explain things to her, in the way she taught me she
needed to understand the assignments, I was able to really see how much she knew and how
eager she was to learn. As I learned alongside her, I realized I had implicitly been taught,
growing up, through comments from others in my life, that people who were English language
learners were slow. As I reflected on this perception, it caused a lot of uncomfortableness
because as a hearing-impaired person I often got very angry and hurt when people would treat
me as slow. Recognizing the intersection of what I had implicitly believed about English
language learners and my own struggle as a person with a disability is an example of how my
critical consciousness grew because of Ella. She is one of the students I deeply loved watching
grow and learning with, because she invited me into her educational journey to grow alongside
her through her honesty. Ella trusted me and was vulnerable in the way that I strive to be with
my students, as I model and embody the womanist value of human–human connection and love
as a pedagogy as a womanist (Maparyan, 2012; Phillips, 2006; Wellesley College, 2017).
Norbert, a former student who identified as a Latinx male and a first-generation student,
asked to reenroll in my course for a third time. He was following college policy of requesting
reenrollment after a late or nonpayment in the beginning of the semester. When I received his
email, I was so happy to see him back in my class, as he was a student for from my Spring 2020
course I could not retain when the pandemic hit.
During the Spring 2020 semester, Norbert had radically shifted my Whiteness lens
through his personal story, by sharing about the days that he was homeless. Norbert was one of
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the catalysts for my dissertation and one of the inspirations for this self-study. By sharing his
truth in his storytelling, he taught me a lot about how I read things through my safe Whiteness
lens and why this continual self-reflective work was necessary for me. I wrote the following
prose and created a self-portrait that semester called In My Car because of his words.

I made the portrait and was excited to edit it. Soon after I finished the editing, I decided to reread
my student’s journal entry. It read “I slept in the park for 3 days.” Instantly I felt the wash of
shame, denial and anger wash over me. “Shit!” I thought. “Why did I read I slept in my car in
the park for 3 days, when it clearly says I slept in the park for 3 days?” My heart pounded and I
found myself feeling panicked as I thought of just never telling anyone about this portrait or this
experience.
Yet, I realized after sitting in my emotions, reflecting, and processing it all…the way I read his
journal entry (adding in “the car”) was what I did to keep my version of his story digestible to
me. The version of his story I was telling myself kept him warmer and safer, when really what I
was doing was keeping myself feeling warmer and safer while hearing his story.
The truth, he slept in the park for three days, not he slept in his car in the park for three days,
forced me to sit inside my privilege, safety and unknowing. I am a White woman in the middle
class with home security. I was raised in a middle-class family with home security. I’ve never
had to sleep when I did not feel secure. This experience forced me to recognize I have never felt
home insecurity, nor have I processed what that may feel like.
So, I decided to keep this portrait. It shows just how much more unpacking of my current lens I
need to do. I guess I must get out of my car.
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When Norbert emailed stating he needed my permission to reenroll, I agreed willingly.
Later, I got to thinking about how the policy at HCC, which required him to email me for
permission to reenroll, pushed students to be in a position of vulnerability and the professor in
power. Later in the semester Norbert shared in class about how another professor’s policies
affected his mental health. This in-class sharing became another inflection point for me,
wondering, how much do the policies at HCC center Whiteness and how often am I unaware of
them? The experiences with Norbert painted a picture for me of how hard it is for many of our
BIPOC students and our students who live with poverty to be successful at our institution. This
awareness of the Whiteness technology of power (Leonardo, 2002) created a space of
uncomfortableness for me as I reckoned with institutional policies and their inequities in my
setting and globally. This internal reckoning I’m continuing to explore aligns with the womanist
value of being anti-oppressionist (Maparyan, 2012; Phillips, 2006; Wellesley College, 2017) as I
seek to address the power and domination issues that arise in my classroom space and my current
institution.
Love: How Is It Expressed/Felt Through an Othermothering Lens?
I wrote the following to Rice in their journal comments: “Breakups are hard, even when
they are the right thing. Holding space for you as you grieve that relationship.” I wrote the
following to Patrice in their journal comments: “I’m sorry you went through such a heartbreak. It
is always so hard. As for your mom, I am sorry that’s happening, that sounds hard.” I wrote the
following to Norbert in their journal comments: “I had emailed you today to check on you. Glad
to see you writing.” I wrote the following to Indigo in their journal comments: “Yeah! You are
amazing!”
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Analysis of Love: How is It Expressed/Felt Through an Othermothering Lens?
A strength of womanism is spiritualism, as womanists believe in the power of energy
transformation (Maparyan, 2012). My expression of love with students comes from a place of
feeling and a knowing in my soul, we are connected through love and light. When students like
Rice, Patrice, Norbert and Indigo shared hard truths and deep joys, I feel with them, holding
space in my heart, and spiritually carrying them as they walk into the next chapter of their lives. I
feel these connections, expressed through text really exemplifies the aspect of womanism (being
spiritual in a classroom) is expressed through being loving in my responses to their words.
Additionally, expressions of love align with embrace of maternal in my recognition of my
dedication to raising students as my other children in my learning space (Beauboeuf-Lafontant,
2002, 2005; Patterson et al., 2011).
Love: How is It Expressed/Felt Through a Daughtering Lens?

I created the following in response to Indigo’s comment on their in-class presentation:
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Analysis of Love: How is It Expressed/Felt Through a Daughtering Lens?
Sitting in a Zoom room with my camera on, waiting for another student to join me for a
one-on-one meeting, I decided to do some grading and reading of student work. In that time, I
came across Indigo’s reply to my comment on their in-class presentation. In that moment I
decided to snag a quick screenshot of how their words shifted my body language into an
expression of love for them. This self-portrait is an expression of my reality (Herr & Anderson,
2015) in a loving yet vulnerable moment as an educator, womanist and a researcher of
Whiteness. As a daughter of Indigo’s story, I experienced a conocimiento, a “breaking out of
your mental and emotional prison and deepening the range of perception” (Anzaldúa & Keating,
2002) in an awareness of how their words change the language of my body.
Parenting: What is Modeled Through an Educator Lens?
I wrote the following to Lou in response to their email: “Oh man. No worries ** is going
to work on her part of the PowerPoint and you can catch up when you finally have power again!”
I wrote the following to Bev in their autoethnography comments:
Your underlined sentence speaks all of the truth and value. Personally, I think 80% of
teaching is connection and 20% is knowledge. For me you guys are what matters and
seeing each of you grow at your own pace is what gets me out of bed in the morning.
Analysis of Parenting: What is Modeled Through an Educator Lens?
Amid a pandemic and online learning, losing power can be a huge detriment. It truly was
my intention to model loving parenting, as an educator, for Lou showing them there was grace
for their situation while holding them to the expectation of doing the work when they were able.
This “warm demander” (Bondy & Ross, 2008) approach was important for me to model an
educator of future educators in showing how we can be in the thick of a hard situation with
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students and be flexible while holding firm boundaries. Embracing the maternal quality of
empathy, I was able to demonstrate, pedagogically as a womanist, caring and high expectations
for a student (Beauboeuf-Lafontant, 2005).
With Bev, I found myself modeling how my professional value of believing an educator
needs to know what they stand for and why they hold those beliefs. However, though I modeled
expressing values as an educator, I also recognized I did not expect my students to be just like
me. I wanted them to know why they have decided to teach and what they valued in the how of
teaching. This aligns with othering mothering of the mind in the academy (Esposito, 2014;
Guiffrida, 2005; Mawhinney, 2011) and the vernacular aspect of womanism (Maparyan, 2012;
Phillips, 2006; Wellesley College, 2017).
Parenting: What Is Modeled Through a Whiteness Lens (Decentered by Student Voice)?
I wrote the following in my reflective journal about Ella:
I adore her. I admit I’m biased. I’m just so proud of how far she has come, and she had a
few great questions and said she loves I always take the time to respond to her, but who
doesn’t and why not I wonder?
I wrote the following to Ella in their journal comments: “I am excited to think about you going to
Temple University!” I wrote the following about Lou in my reflective journal:
I am not going to lie. I’m pissed off at Lou, hurt and disappointed. I had to do his whole
part of his presentation. He’s been a struggle for me this semester. I feel like he was with
me at the beginning of the semester and then something shifted. I don’t know what it is.
I wrote the following in my reflective journal about Anton:
What really got me today was him telling me: he told his sister he was glad I had
encouraged him not to take this semester off, that felt so good in such a relief. I really
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pushed back hard last semester and I was afraid I had pushed too hard. We talked about
how he passed the CLEP [College-Level Examination Program] exam in Spanish, which
is amazing, thinking back about his fears about not taking it because he did not have a
strong written Spanish background. I’m so happy for him. He also had to take so many
remedial classes which is ridiculous especially because he did so many years in the
military. This policy infuriates me.
Analysis of Parenting: What Is Modeled Through a Whiteness Lens (Decentered by
Student Voice)?
My undergraduate teacher education/speech language pathologist training was very
focused in a you are the teacher, they have parents mentality, but I have never agreed with this
philosophy of teaching. Soon after meeting my father-in-law, a now retired superintendent, he
told me he gave all his new teachers a mug that says, “it takes a village to raise a child” and I
remember thinking, “YES, I want to be part of the village!” I feel like an other mother to many
of my students I get frustrated with them and at them, just as I did with Lou when they failed to
communicate with me and missed their presentation. I love my students and I push them to take
risks and think critically, just as I did with Anton when they came to me considering taking a
semester off because of the pandemic. Or as I did with Ella when we discussed their
achievements and future goals.
As I reflected, I acknowledged othermothering did not happen for me in my traditionally
White hegemonic schooling experience. My schooling experiences were very school and home
are separate mentality focused. This mentality is the opposite of how I approach my relationships
with students, with the hope my ethic of care brings a deeper connection to their teaching
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identity with the hope my students see themselves as agents of change (Cozart & Gordon, 2006)
and as anti-oppressionist educators.
Parenting: What Is Modeled Through an Othermothering Lens?
I wrote the following to Lou in their journal comments:
I have thought a lot about mental health during the pandemic and prior to it. We fully
expect educators to fix everything, yet never give them the tools. It’s one of the reasons I
decided to teach in higher ed. I realized I wanted to help fix the system that creates
teachers, so they can fix the system that breaks teachers.
I wrote the following to Lou in response to an email: “I’m not going anywhere, engaging with
you is a joy!” I wrote the following to Norbert in their journal comments: “How are you doing
picking classes for the next semester? Can I help?” I wrote the following to Indigo in their
journal comments: “And, love you lots. Go ding the world!”
Analysis of Parenting: What Is Modeled Through an Othermothering Lens?
I feel a strong calling as a teacher educator to model a collective caring for others in
society and modeling how to be an agent of change (Cozart & Gordon, 2006; Maparyan, 2012)
through pedagogy. I found the evidence of how I model being an agent of change in my
statement to Lou on my personal reason for teaching and what I believe is my purpose. In
offering to help Norbert pick his classes, I modeled the communitarian womanist ideal of success
is universal for everyone (Maparyan, 2012; Wellesley College, 2017). Modeling womanistcaring pedagogy of othermothering (Esposito, 2014; Guiffrida, 2005; Mawhinney, 2011), I used
the direct language of love with Indigo, expressing how I felt about them.
Parenting: What Is Modeled Through a Daughtering Lens?
On the morning my uncle
decided it was time to go on the

Decentering Whiteness in Teacher Education

59

ventilator,
she called to tell me
everything she needed me
to know about the
next steps in
his care.
As we finished our
conversation,
she got quiet and
gently said,
“I’m so grateful
I got to care for
your uncle.”
And then she sobbed,
quietly.
I will never forget that
sound,
of despair.
It rings in my ears,
just as the sound of him
gasping
for air
when he called
to unknowingly say
goodbye that same morning,
echoes in
my heart.
Her sob.
His gasp.
My reasons.
Vaccinated.

Analysis of Parenting: What Is Modeled Through a Daughtering Lens?
Thinking about collective care for others and the responsibility of belonging to each other
as a womanist value (Maparyan, 2012), during a pandemic, I personally struggled with the
thought processes of the individual who refused to get the COVID-19 vaccine. Though I honor
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personal choice, I also feel a deep pull toward doing what’s best for others. The doctors and
nurses that cared for my uncle, who passed away from COVID-19, will forever be a part of my
soul. They cared for him when I could not, just as I care for my students when others cannot. I
saw my vaccine prose poem and photovoice as a statement that honored my uncle, his
caregivers, and the humane responsibility of doing for others as we would do for ourselves. In
making this work public on my personal social media, I transmitted transformative energy in
prose. I shared it with the intent of showing students who followed me on social media how I
care about others. This sharing was as a model of the anti-oppresionist value of womanism
(Maparyan, 2012; Wellesley College, 2017). The creative expression of this prose and
photovoice also allowed me to connect my personal experiences to the stories of others as a form
of spiritual inquiry (Anzaldúa & Keating, 2002) in womanism.
Areas of Growth: How Are They Experienced Through an Embrace of the Maternal Lens
as a White Woman?
I wrote the following to Patrice in their journal comments: “In my roster they have your
name as ** is this wrong? If so, let’s get it fixed.”
Analysis of Areas of Growth: How Are They Experienced Through an Embrace of the
Maternal Lens as a White Woman?
This was an unforeseen danger (Milner, 2007) as Patrice was showing me how they were
exploring their name in its spelling, and I misinterpreted this expression of their voice. I could
have simply followed their lead and written the name they chose in the journal rather than need
an immediate answer for why they wrote a different spelling. In reflection, I recognize how I
exhibited a property of my generational Whiteness as the norm in my inability to comprehend
Patrice’s name change as exactly what it was, a play on their name as identity exploration. This
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could be a generational gap, and a cultural gap, (Milner, 2010; Pabon et al., 2011) that I need to
recognize in my future pedagogical interactions.
Womanist Pedagogy: Political Clarity
Womanist educators exhibit political clarity by recognizing racism as a fundamental
problem in schools while actively seeking social justice as a means of dismantling the power
structures that maintain oppression (Beauboeuf-Lafontant, 2002, 2005; Patterson et al., 2011). As
my data were coded, I uncovered two prevalent themes of political clarity in my pedagogy:
linguistics and boundaries. Each theme is explored and analyzed through the lens of an educator,
Whiteness decentered by student voice, mothering as an educator, and daughtering as a
researcher. Areas of growth in my political clarity pedagogy are also explored and analyzed.
Linguistics: What Is the Meaning of Words Through an Educator Lens?
I wrote the following to Sam in their autoethnography comments: “As you think about
helping others more, I encourage you to do some critical thinking about what it means to help in
what your intentions are meaning what does helping do for you and why?” I wrote the following
to May in their Paper 2 comments:
What are your thoughts on how to help people let go of normal and embrace diverse?” I
wrote the following to Karla in their paper number two comments: “You said someone
who does not know how to control the words that come out of their mouth is someone
who exhibits disrespect. I’m thinking about “not in control” and students with special
needs, do you include them in this definition? Why or why not? Also, what if someone
says in their eyes it is harmful or offensive? How do we address this?
I wrote the following to Tanya in their paper number two: “Where does your definition of good
or bad come from? Have you ever thought about why you classify each the way you do? Are we
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really the same? Why are why not? Does it matter?” I wrote the following in my journal entry
after a lesson on the Individualized Education Program, commonly known as an “IEP:”
Review of the IEP document. It’s a straightforward, walk through the document lesson
and I do a lot of talking, even as I was talking, I kept thinking, I must come up with a
better way to teach this thing. I know they were bored. I saw it on their faces.
Analysis of Linguistics: What Is the Meaning of Words Through an Educator Lens?
As a speech language pathologist and a linguist, I love to explore words and their
meanings with students, especially words that have been attached to a standardization or a norm
of Whiteness. This push toward critical thinking is an effort to get them to think about why we,
as humans, feel a certain way about words, interpret words certain ways, and explore how their
understanding of word meanings came to be in themselves. As evidenced in my responses to
Sam, May, Karla, and Tanya, I was encouraging and challenging them to consider how the
words they chose to use and the beliefs they held, could contribute to the dignity and humanism
of the students they would teach. This pedagogical approach aligns with the nonideological ideal
of womanism (Beauboeuf-Lafontant, 2005; Maparyan, 2012).
As a hearing-impaired person, I rely heavily on student body language to assess my
pedagogical impact and/or success. For me, facial expressions and body language are words
without sounds, which contribute to my pedagogical decision making. A deep struggle for me as
a body-language-reliant educator during the Spring 2020 semester was my inability to read and
interpret body language in determining the temperature of my classroom community due to the
Zoom classroom environment. As a womanist, the spiritual light (Maparyan, 2012) that presents
as a linguistic connection in body language interpretation in my classroom space is a huge part of
my pedagogy. The lack of this in-person connection presented challenges throughout the
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semester and often upended my comfort level as an educator. In a Zoom classroom, I had to rely
only on facial expressions to check for understanding and connection. During the lesson on the
IEP document, I noted the facial expressions of my students and recognized their disconnection
from the material yet felt like I was not getting a full reading of all students. Though I was able
to tap into the spiritual light of the lesson, through the facial expressions of the few students who
had their cameras turned on, I felt a deep disconnection from the students who chose not to have
their cameras turned on. The inability of reading students’ full body language contributed to my
inability to have a connection to many students linguistically and/or emotionally.
Linguistics: What Is the Meaning of Words Through a Whiteness Lens (Decentered by
Student Voice)?
I wrote the following in my reflective journal after a lesson on collecting data:
Upon further reflection I’m thinking about the video I showed on ABC (antecedentbehavior-consequence) data. Overall, the class felt the student (in the video) was
disrespectful, and I couldn’t stop thinking about what those words “disrespect “and
“respect” mean to them. So, in the next class I brought it up again and they collectively
defined disrespect as “calling out, talking back. and not listening.” Which I challenged
them to think about in connection to power dynamics in a class. This brought utter
silence. So, I asked them to write about it in their journal but as I’m writing in this
journal, I’m realizing I need to take this opportunity to push the conversation deeper.
I wrote the following in response to Ophelia in emails requesting assignment clarification
for several different assignments over the semester: “You can create the flow chart on a google
document or a word document. For #3 do the best you can with what you know!” “Hi, use your
textbook as your guide, the objectives of the chapter should be your starting point and then go

Decentering Whiteness in Teacher Education

64

from there. You can use websites, other books, and articles you find!” and “Yes, go with the
book, that’s a fully acceptable resource!”
Analysis of Linguistics: What Is the Meaning of Words Through a Whiteness Lens
(Decentered by Student Voice)?
The experience from the lesson on ABC data and the reflection I wrote was what
Armstrong (2018) would have called a paralyzing moment in my educational journey. I could
not stop thinking about how all the students who responded verbally to my question about the
definition of respect and disrespect (regardless of race, class, or gender) defined respect and
disrespect. All the verbal responses fell in the confines of a power over dynamic definition,
which aligns with capitalistic and patriarchal Whiteness values, often mirrored in K-12 schools
in the United States today. This was a point of inflection that helped me realize the impact of
Whiteness on all races, classes and genders, while pushing me to get curious, wondering (a) how
many students who did not speak in class that day had something to say that may have been
different than the ones who chose to speak and (b) what would have happened if they had spent
time in written reflection about the two words, respect and disrespect. Aligning with the
womanist ideal of solving problems of oppression, through a social justice lens, rooted in a
pursuit of the truth (Maparyan, 2012), I made a pedagogical shift and altered the next research
paper assignment by offering students the choice of exploring, through text, their personal
definitions of the words respect and disrespect.
Ophelia, a student who self-identified as bilingual and Asian, having learned English as
an adult, sent several emails over the semester asking for clarification on assignments and the
syllabus. Through our interactions and my responses to her questions, I discovered assumptions I
had made in writing and creating my assignments and my syllabus, especially in expecting
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students to know how to do research and interpret lessons I had created. This led to an
exploration in my journal on my beliefs as an educator while creating written assignments. In my
journal I reflected on prior beliefs I held about students, such as they should know this! As I
considered where this belief had manifested in me, I recognized I was promoting an ideal I had
experienced as a pseudo-first-generation college student, one who struggled with understanding
the academic language of assignments and the syllabus. I also realized, through Ophelia’s
questioning, I needed to embrace her pursuit of clarity as a strength and meet her learning where
she was at, not where I thought she should be. While taking my reflection a step further I found
myself wondering how my understanding of and my flippant use of the English language, as a
White woman, as the standard form of communication, affected my students who were English
language learners. Concurrently, I recognized my cultural frame of reference, as a White woman
who was schooled in traditionally White normative curriculums, impacted how I understood and
interpreted the English language. I had not considered how this lens served as a guidepost in my
development of course materials and syllabi, prior to reflecting on my interactions with Ophelia.
Linguistics: What Is the Meaning of Words Through an Othermothering Lens?
I wrote the following to students in EDU 105 (both sections) after journal reflection about
respect and disrespect (as shared in the section Linguistics: What Is the Meaning of Words
Through a Whiteness Lens (Decentered By Student Voice)?):
Hi everyone,
I’ve been thinking a lot since we had a conversation about what respect and disrespect
means to each of us. So, in an effort to learn more about each of you and how you
see/understand the world, I’m offering an alternative to research paper #2! You can
choose to do this alternative paper OR choose to do the paper as outlined in the
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assignment (like you did for paper #1).
Here’s the assignment that you can choose:
Write a two to three self-reflective page paper in APA format that answers the following
questions:
How do I define respect?
How do I define disrespect?
Why do I feel this way about each definition?
Where do these beliefs come from (what’s my history, background, understanding of my
culture that forms these beliefs)?
How do I feel about those beliefs and how they impact me personally?
How do I feel about how these beliefs and feelings intersect with my race, socioeconomic
status, gender and identity?
How will I build a classroom that does not center disrespect as a form of instruction?
Warmly, Jane
Analysis of Linguistics: What Is the Meaning of Words Through a Mothering Lens?
Realizing most students held strong beliefs on what the words disrespect and respect
meant and the underbelly of how these words emanate Whiteness as the dominating structure in
education was a huge ah-ha moment for me. Personally, I have always struggled with the power
over structure of behavior expectations used in schools. After this class conversation I made the
connection of how Whiteness as the dominant norm impacts the constructs of how respect and
disrespect are defined and modeled in traditional K-12 school settings. In my reflection, I found
myself wondering (a) Why do we call respect playing small and disrespect as being too much or
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too powerful? (b) How do I model this? (c) How do I embody it? and (d) How can I continue to
move away from it?
To answer these questions in myself, I modeled critical thinking in the pedagogical shift
of altering the assignment. In reworking the assignment midsemester, I was also able to model
listening to student voice by being flexible and modeling the womanist pedagogical value of
centering student voices as a polyrhythmic reality of connection (Sheared, 1994). As an antiracist
othermothering educator seeking to alter hegemonic linguistic norms set by Whiteness, I
modeled and encouraged students to think about the origins of words, their value in classroom
spaces, and how to consider the impact words have on others in an educational setting.
Linguistics: What Is the Meaning of Words Through a Daughtering Lens?

My therapist told me-the second hardest thing we do is raise our children, and the hardest thing
we can do is to raise someone else’s child.
It was her reminder to me that I’m doing two of the hardest things, in a pandemic, while
simultaneously grieving the person who made a conscious choice to parent me,
my Uncle Jack.
I keep leaning into the language behind the word parent. Who defined what it means to
be a parent, legally, and why have we landed in that space in our society? How many people are
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we leaving in the margins with our need to put a check box on a piece of paper that stakes claim
to what is “ours?”
I get to parent our daughter because someone wrongly decided her parents weren’t worthy of her.
My uncle chose to parent me because he believed I was worthy of being loved unconditionally.
Yet because I have legal paperwork, my title as parent to our daughter holds more value, or
power if you may, in our society.
His title as Uncle, while valuable, does not stake a claim of him as one who parented, all because
of semantics in a clause on a piece of paper, in a definition created by whom?
When? Why?
Yes, we can talk about those who parent children that are not biologically theirs, and give them
credit where credit is due, and say they were “like a parent to us.”
Yet, we continue to live in a society that defines parenting by title, rather than by what the act of
loving unconditionally does for the well-being of a whole child, the whole person, the soul.
Collectively, we continue to cling to a definition that allows for a claim of “my child,” either
biologically or legally. When, truthfully, I believe children are never ours, they are gifts from
God, our Father, given to us with unconditional love, to raise as the hands and feet of His son.
So, who are we to put a check box on a piece of paper that says “parent” yet only let that name
be attached to those biologically or legally classified as such?
What happens to those who are in the parenting margins?
By shifting the definition of parent to include those who love us unconditionally, those who
mentor us or those who heart lead us, what could happen in our society?
Who are we now including? How does this make us collectively better? Does it matter?
As an educator who firmly believes she is an “other mama” to her students,
am I reaching too far here? Or am I simply seeking to validate the unconditional, yet firm, love I
have for the children of God, given as gifts in packages labeled “students,” to me, to parent?
Analysis of Linguistics: What is the Meaning of Words Through a Daughtering Lens?
By connecting embrace of the maternal as a tenet of womanist pedagogy and my selfidentified linguistic theme in political clarity tenet of womanist pedagogy, I realized I wrote the
prose and created the photovoice to articulate my linguistic curiosities and my anguish as a
person who felt marginalized by language which was not inclusive. Growing up in a single
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parent home, I continually struggled with feeling different than my White, middle-class friends,
as they all had two parents at home. As I entered middle school and began to make more friends
of color and friends not living in traditional middle-class White communities, I found kinship in
others who also had only one parent, yet also had an aunt or uncle who served as an “other
parent” in their lives. Until I began to do the work of decentering my Whiteness, I’d never
correlated the perception of what I believed was the perfect and normal family as a traditional
White family which has two parents, one a father, and one a mother.
Soon after my uncle, or other father passed away, I found myself feeling lost and alone in
my grief, as many people assumed he was just an uncle and not the other father who had stepped
in to raise me after my biological father passed away. I wrote often in my journal about my anger
and shared my frustrations with several friends and even some students. As I worked through my
feelings, I realized part of my anger was rooted in the way the property of Whiteness as the norm
for family structures had manifested the linguistic definition of parent to be directly tied to
biology and direct lineage. I could not help but wonder why this was and how it had affected
others in situations like mine in the past.
During one of my trips to his home to clean out his belongings, I created a self-portrait in
the mirror in his vacant bedroom, holding space for my grief and my anguish. Later that evening
I sat down to explore my emotions and wrote prose, connecting my experience as a grieving
child to my beliefs about my students. Through this creative outlet, I found myself in deep
curiosity about how I’d defined parent before my loss and why I’d held that definition as true,
given my personal life experiences. I also pondered how the definition I’d previously embraced
included and excluded my students. As a form of conocimiento (Anzaldúa & Keating, 2002), I
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was questioning conventional forms of language and its impact on my cultural frame of
reference.
Boundaries: How Are They Defined Through an Educator Lens?
I wrote the following to Patrice in an email response: “I can’t give you full credit for
attendance if you were in class for less than 10 minutes.” I wrote the following to Ophelia in
their interview assignment comments: “You are missing the two-page reflection paper that goes
with the interview.” I wrote the following to May in an email response requesting a group
change: “Let’s have you give it a try first, then we will go from there.”
Analysis of Boundaries: How Are They Defined Through an Educator Lens?
Expecting greatness from students is one of the qualities Beauboeuf-Lafontant (2002)
found in her study of Black women teachers who used womanist pedagogy. I attribute my use of
boundaries with students as my embrace of them as a whole, complicated human while pushing
them to move forward as a learner. Though my intentions with Patrice, May, and Ophelia were
to exemplify how they crossed my boundary line, I now recognized my expectations could have
been interpreted as an exertion of dominance. As I move forward as a womanist educator, I will
need to consider how my use of boundaries with students could be oppressive while maintaining
my expectations of greatness from all my students. As a warm demander (Bondy & Ross, 2008),
I seek to help students to stay true to who they are while lovingly being encouraged to deepen
their learning.
Boundaries: How are They Defined Through a Whiteness Lens (Decentered by Student
Voice)?
I wrote the following in my journal after a Zoom lesson: “I quickly realized Norbert’s
Internet was choppy, so I offered to screen share to avoid issues.” I wrote the following to
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Norbert in their journal comments: “Let me know if you need help with DSS (Disability Support
Services), it seems as if you have that covered now.”
Analysis of Boundaries: How Are They Defined Through a Whiteness Lens (Decentered by
Student Voice)?
During the early minutes of his Power Point presentation, it was obvious Norbert’s
internet was not stable. As I reflected in my journal after class, I realized my wealth privilege as
a person in the middle class. My consistent and reliable internet access was something I had not
considered a privilege until I witnessed students, like Norbert, struggling with poor internet
connection throughout the pandemic. In this reflection, I recognized wealth barriers that
impacted students in my classroom space and acknowledged how this cultural gap had clouded
my ability to fully see and hear students’ needs.
After reading Norbert’s final journal, I realized he was unaware of the DSS center’s
services until the end of the semester. Quickly, I acknowledged how my fund of knowledge as a
White special education teacher had clouded my thinking. Wrongly, I had assumed he would
know that service was available to him, simply because it was mentioned in the course syllabus.
This barrier to his success in my classroom space, and his other classroom spaces had hindered
his educational pursuit throughout the semester and led me to recognize my own inability to
acknowledge institutional and curricular barriers which impacted students in my classroom.
Boundaries: How Are They Defined Through an Othermothering Lens?
I wrote the following to Uni in their journal comments:
A friend once asked me is this person worthy of upholding your power? So that is what
I’m thinking about when you write about the person who was attempting to take your
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power with their attitude. This person may be going through something yes, yet it is up to
us to decide if they get to hold our power. Something for you to ponder.
I wrote the following to May in their journal comments:
It’s always hard to work with people who are unhappy, especially when their unhappiness
spills into everything. I find the best thing to do is to work on myself as in not allowing
their unhappiness to spill into my life. I call it my plexiglass, they can see me, but they
can’t get to me.
Analysis of Boundaries: How Are They Defined Through an Othermothering Lens?
As an othermother, I believe it is important to model self-care to students so they can stay
focused on their passions, without losing themselves in the process. By sharing my own stories
of self-care with Uni and May, I embodied and modeled the womanist value of self-care
(Maparyan, 2012), which focuses on maintaining an ethic of care for the self and for others, to
both students. Sharing my lessons learned as a person who values self-care, I was seeking to
empower Uni and May in their current struggles in their workplaces and model the importance of
self-care as an educator.
Boundaries: How Are They Defined Through a Daughtering Lens?

Womanist
as a White woman,
embraces love as a pedagogy.
Listens deeply, always,
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marvels at ordinary moments
believes we are all connected, spiritually, through light.
Hears the call of the silenced, lifts their voices
in prose and rhymes
shifts energy in all spaces
uses her body to listen first, speak second
is not afraid of hard questions
seeks to understand the hearts of others
especially ones who have been othered and shattered.
Has fierce boundaries
(do not mess with her people)
loves Jesus, despises religion
holds space for everyone, yes every, one.
Feels all the things deep in her core,
embraces how it feels, with gratitude,
even when it is hard
knows with her whole being
we all belong to each other.
Analysis of Boundaries: How Are They Defined Through a Daughtering Lens?
I wrote this prose to honor how I align with womanism, while acknowledging I may
never be fully recognized by some womanists as womanist because I am a White woman. In
womanism and womanist pedagogy, I see light at the intersection of my disability and my
spirituality. My ever-growing understanding of the marginalization of others grows as I embrace
womanism, yet I know it never will be fully understood because of the privileges I have. I
recognize my marginalization is not the marginalization of my BIPOC students or my firstgeneration White students living with poverty. In this intersection, I sit, honoring their stories,
believing in them, encouraging them to use their voice, listening to hear their threads of deep
knowledge, showing them what they already know and then guiding them on how to grow. For
me, womanism and womanist pedagogy (Beauboeuf-Lafontant, 2002, 2005) are the frameworks
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which serve as pillars. Womanism’s deep pockets shares my values, my wondering, my
shortcomings, while reminding me of how Whiteness has impacted my life, positively and
negatively. As a White woman, I am being enlightened to how Whiteness often gets me what I
desire. This awareness is one I need to continually acknowledge in my work, my teaching, my
parenting, and my life.
Doing the work as a White woman, decolonizing my mind, is my work. It’s my door into
shifting a system built to marginalize, dehumanize, and oppress those seen as other. Writing this
prose helped me give voice to who I am and who I strive to be. As a womanist, who is White, I
sit inside the knowledge I will never fully understand what my students are experiencing, though
pledging to never stop listening to their stories. I believe listening is what I was created to do, it
is why my ears were made in a beautifully broken way. With this embrace of who I am, I seek to
acknowledge the interconnectedness between myself and the students I get to learn from.
Areas of Growth: How Are They Experienced Through an Embrace of the Political Lens as
a White Woman?
I wrote the following to Norbert in their journal comments: “I often think about men and
how they are held to a mental health standard, and no one talks about it.” I wrote the following in
my journal after reading Uni’s journal: “When Uni wrote ‘I admit I had to look up what Dean’s
List meant’ I was shocked.” I wrote the following in my journal after reading Lou’s
autoethnography:
I figured out quickly Lou had obvious racist thoughts he was battling through. I chose to
navigate this with the tactic of repeating his thoughts, restating them in text, asking for
clarity from him and engaging in dialogue. I am wondering, though, did I contribute to a
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silencing of obvious racism, or did I act in a “political clarity: way? I feel I did it mostly
with political clarity, yet I didn’t state everything I saw . . . so did I protect him?
Analysis of Areas of Growth: How Are They Experienced Through an Embrace of the
Political Clarity Lens as a White Woman?
My written response to Norbert, who identifies as a Latinx male, is an unseen danger
(Milner, 2007) in the political clarity realm. I made a colorblind assumption about males and
mental health (connecting only what I knew, which was White male statistics) versus what I
didn’t know (Latinx male statistics). With Uni, who identifies as a White-passing Latina, an
unforeseen danger (Milner, 2007) occurred as I assumed all students would know what Dean’s
List was, based on my White, middle-class lens.
As I reflected on my interaction with Lou, who identifies as a White male, I grappled
with the components of our conversation. I recognized I may have let my own
uncomfortableness get in the way of being an antiracist educator, by not stating all the concerns I
had about their obviously racist statements. Moving forward in my embrace of antiracist and
anti-oppresionist pedagogy, it is important to continue to grapple and reflect on interactions with
students, recognizing when I have caused harm and admitting and owning my errors.
Womanist Pedagogy: Ethic of Risk
Womanist educators display an ethic of risk in their commitment to a humble
understanding of self in relation to societal change through their social activism entrenched in
their pedagogy (Beauboeuf-Lafontant, 2002, 2005; Patterson et al., 2011). As I coded my data, I
uncovered two prevalent themes of political clarity in my pedagogy: vulnerability and social
activism. I explored each theme and analyzed it through the lens of an educator, Whiteness
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decentered by student voice, mothering as an educator, and daughtering as a researcher. Areas of
growth in my ethic of risk pedagogy are also explored and analyzed.
Vulnerability: How Is It Expressed Through an Educator Lens?
I wrote the following in my journal after a Zoom lesson: “I need to send them a reminder
participation matters and cameras really help me.” I wrote the following to Uni in response to
their journal:
My suggestion is, once you’ve given yourself time to process, is to ask the principal for
clarity on what to do in situations like that in the future. That puts you at the forefront of
being willing to listen and shows you need them to be the leaders.
Analysis of Vulnerability: How Is It Expressed Through an Educator Lens?
Asking for what I need from students in a classroom space always feels extremely
vulnerable, especially in connection to my hearing impairment. Yet as a person who believes in
equity and universal design for learning, I know I need to model vulnerability and advocacy for
students, with the hope they can do the same in their future classrooms. As a womanist, my
humble understanding of self in relation to societal change (Beauboeuf-Lafontant, 2002, 2005;
Patterson et al., 2011) is displayed through personal activism entrenched in my pedagogy.
Vulnerability: How Is It Expressed Through a Whiteness Lens (Decentered by Student
Voice)?
I wrote the following to Uni in response to their autoethnography: “Thank you for sharing
your story with me. I needed to hear it.”
Analysis of Vulnerability: How Is It Expressed Through a Whiteness Lens (Decentered by
Student Voice)?
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Uni, a first-generation student who identifies as Latinx and White passing, had shared her
story with me about what it was like growing up as White passing. I felt gratitude for Uni’s
sharing of her experiences of being a White-passing Latina because it was something I’d heard
about yet had never met anyone who’d experienced it. Uni’s story gave me a context from which
to learn, reflect, and deeply process how Whiteness manifests in many who struggle with racial
identity. Uni’s story also made me wonder how many previous students could have identified
similarly, yet I never knew because prior to this assignment, I had not given students an
opportunity to share their truth and their stories in a vulnerable way. I recognized, through Uni’s
story I needed to continue to explore how the concept of Whiteness was manifested in my
courses and to continually be seeking to investigate and divest Whiteness in myself and in the
students in my classes (Keating, 2000).
Vulnerability: How Is It Expressed Through an Othermothering Lens?
I wrote the following to Lou in response to their journal entry: “While I’m sad to read
you are leaving education, honor and respect your decision.” I wrote the following in response to
Uni in their journal entry: “One of the things I often tell people is I am most home with the so
called broken… it’s in them I feel seen and heard.”
Analysis of Vulnerability: How Is It Expressed Through an Othermothering Lens?
hooks (1994) wrote, “sharing experiences and confessional narratives in the classroom
helps establish communal commitment to learning” (p. 186). As I othermothered the students in
my classroom, I came to believe it was vital I vulnerably share my emotions and personal
feelings, as a vehicle to build trust and open a door to learning. With Lou and Uni, I expressed
my true feelings, modeling openness while expressing my love for the persons they were.
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His Mom
Grief sat me down on the kitchen floor today.
Right in the middle of the blue and grey mat we keep in front of the sink
to mop up spilled water, tears.
Grief and I had a reckoning, a meeting, per say.
A moment?
Well, more than a mere moment,
it was a long time spent together on the floor.
As we reconciled, I thought about the day he called,
needing to talk about his
loss,
now like mine.
Back to that day I sat on the stoop, not too far from the ocean,
phone pressed to my ear,
listening,
to his grief.

His pain was palpable that day.
In that conversation,
a picture of my future self was
painted,
one I could not see,
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yet felt coming.
A bad day, he called it.
A day he missed his mom so much he did not feel like he
could go on.
A bad day, I was in,
feeling alone in the depth of my grief,
my aching
loss
until his voice reminded,
mine.
Back to that stoop, near the ocean,
phone pressed to my ear,
deeply listening
to the connection we have,
not feeling lost
anymore.
Analysis of Vulnerability: How Is It Expressed Through a Daughtering Lens?
Anton, a student who identified as a Latinx male and first-generation student, was taking
a course with me for the second time during the Spring 2021 semester. We developed a strong
connection during the first course he took during the Spring 2020 semester and maintained
contact into the Fall 2020 semester, when his mother passed away. Reflecting on the phone call
he made to me soon after losing his mother on one of my difficult days with my own grief, I
created this photovoice self-portrait and prose. Prior to sharing this work, I sent both to Anton,
thanking him for his vulnerability during such a tough season of his life, as his willingness to be
vulnerable helped me process my own grief. As a form of spiritual connectivity and
conocimiento (Anzaldúa & Keating, 2002) my prose allowed me to “embed [his] experience in a
larger frame of reference, connecting [his] personal struggles with those of other beings on the
planet, with struggles of the Earth itself” (Anzaldúa & Keating, 2002, p. 542).
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Social Activism: What Does It Look Like Through an Educator Lens?
I wrote the following to Lou in response to their email: “Here’s my challenge for youviewing privilege as a vehicle for division, as you stated, what does that serve? Where does that
narrative come from?” I wrote the following to Lou in response to their autoethnography:
If we look at the example in the chapter I gave you, swimming upstream while the
current is downstream, for a privilege, are we telling them something they don’t already
feel day by day? Meaning, talking about privilege, are we talking about the elephant in
the room? If we don’t talk about it, how can we address it? Ignoring it hasn’t worked yet,
in my eyes. I’m one for saying, yes this has been easier for me because I am white. No, I
do not feel guilty about it because I was not the one who created such a system. Yes, I see
it now and yes, I’m willing to work toward dismantling the system that created it in order
to build one that is equitable for all.
I wrote the following to Rice in their paper number two comments: “I’m thinking about what you
said about medical personnel deserving respect during COVID. I agree wholeheartedly though
I’m curious, do you think people who deny COVID or mask wearing or disrespecting them?
Why or why not?” I wrote the following to Norbert in their Paper 2 comments: “You raise a
really interesting point in regard to policing and authority, is it a right of police officers to
demand respect through the inherent threat of violence? Why do you think this is accepted?”
Analysis of Social Activism: What Does It Look Like Through an Educator Lens?
One of my deepest areas of growth, as a doctoral student and an educator, has been to
embrace my love as an action and my need for contemplative practices in myself and in my
classroom space. Thompson (2017) encouraged womanist educators to engage in contemplative
practices, from grappling with different personal perspectives to embracing embodied care for
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self and others. Challenging Lou, Rice, and Norbert to critically think and consider perspectives
that may not have aligned with their own views was my way of encouraging their growth and
social activism. Concurrently, these students gave me pause to consider different voices and
space to grow alongside them, in my own internal grappling of my personal beliefs and values
surrounding current social justice issues, as a social justice scholar.
Social Activism: What Does It Look Like Through a Whiteness Lens (Decentered by
Student Voice)?
In a discussion post, Bev, a student who identified as a White woman who had lived with
poverty, wrote:
Students living in poverty also feel ashamed. When it comes to “lunch debt” some
students feel embarrassed because their parents cannot afford to pay for their lunch,
ending in students not being able to eat. No student should be responsible for lack of
lunch payment in a school that they are, by law, supposed to be at. You cannot focus
while hungry and students should not feel ashamed of not being able to afford it. In my
elementary school, you were handed an obnoxious orange colored card (everyone knew
you had it) that signaled you only got a sandwich made up of two bread slices and a slice
of cheese. I had gotten this card multiple times because I lived below the poverty line as a
child. It felt humiliating to owe money that I did not have as an 8-year-old, and I had
gotten hungry.
A few weeks after reading her post I wrote the following prose in my journal:
Orange Card
The orange card
that got her
two slices of bread
and a slab of
orange cheese,
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for lunch.
Everyone knew.
Every, one, knew.
Everyone just
knew…
Orange=poor.

Analysis of Social Activism: What Does It Look Like Through a Whiteness Lens
(Decentered by Student Voice)?
Bev’s post lingered in my thoughts for days. I spent time in deep contemplation on
poverty, first-generation college students, and the internal biases I held. Never having faced food
insecurity growing up, I felt shaken for days by her post. Yet, I felt connected to Bev’s feeling of
otherness and humiliation, having experienced it often as a person with a hearing impairment in
my K-12 school experience and my college experiences. Similarly, I found myself reflecting on
how Whiteness in the middle class (as the perceived and acceptable wealth norm) had impacted
societies perceptions of poverty and my first-generation college students. Considering how Bev’s
experience of being publicly labeled as poor through a policy in her K-12 school I wondered
what other symbols of oppression, such as the one she described, were manifested in daily life of
K-12 schools and in my current institution. Through Bev’s story, my eyes were opened to the
concept of oppression through symbolic barriers used to maintain a power dynamic in
educational institutions. With this learning, I acknowledge my own unknowing of such systems
and seek to further investigate if similar systems exist in my classroom and in the teacher
education program at my institution.
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Social Activism: What Does It Look Like Through an Othermothering Lens?
I wrote the following to Karla in their journal comments: “It’s interesting that you needed
a guy friend to go into the gender-neutral bathroom with you . . . so it wasn’t the gender-neutral
part that bothered you . . . or was it?”, “I’m curious? Why does having a truck, being republican,
and nice hair matter to you?” and “Why do you think you couldn’t date someone from a different
political party or religion? What happens if you fall for someone who sees things differently?”
Analysis of Social Activism: What Does It Look Like Through an Othermothering Lens?
I really enjoyed the interactions I had with Karla, who identified as a White woman, in
their journal throughout the semester. Karla’s openness and engagement with me gave me the
opportunity to othermother them as they were grappling with current social justice issues in
themselves through reflection. In turn, reading Karla’s journal and learning about their
perspective, allowed me to engage in recognition of voices which were different than mine and
grapple alongside them. As I valued Karla’s voice, I was also able to embody love as a pedagogy
as an othermother through critical questioning while seeking to understand their cultural codes
(hooks, 1994), which were different than mine.
Social Activism: What Does It Look Like Through a Daughtering Lens?
I wrote the following to my students in all my courses at the end of the Spring 2021
semester:
Hello my scholars,
We’ve come to a close on what has been, hands down, the hardest semester of my
four years of teaching at HCC. As many of you know, a few days before our semester
started, I lost my beloved Uncle Jack, to COVID-19, the man who was my “other father”
from the time I was two years old, after losing my father.
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I fretted often in the beginning of the semester, deep in the depths of my grief, I
would not be able to give each of you, all of me, as I was not all me. Quickly, though I
realized my fretting was for naught, as you all stepped up and filled my voids with your
ever-present voices.
You taught me about grace, forgiveness, patience, and struggle through your
journals, your stories, your emails, your dialogue, and your words of affirmation. From
all of you I learned about poverty, culture, immigration, accommodations, perseverance,
grit, new foods to try, conservative thinking, family values, religion, connection, faith,
pain, depression, anxiety, and hope.
My doctoral research focuses on decentering myself as a White, woman educator
and centering the voices of you, my students, my guiding lights, through critical selfreflection. In the coming months I’ll dive back into your words and our exchanges, taking
a deep and critical look at your voices and our exchanges, seeking to unpack how I
learned from you, how I failed you and how I’ve grown as a teacher, letting your voices
show me how who I am has impacted how I listen, learn and am impacted by the power
of your stories.
It will be my honor to listen to how the resonance of each of you, the ones who
walked alongside me during one of the hardest seasons of my life, and simply made me
better, with your ever-present truths. So, thank you, loves, for speaking.
Your voice matters, so much, to me.
Love, Jane
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Analysis of Social Activism: What Does It Look Like Through a Daughtering Lens?
Prior to vulnerably sharing my heart with students through this letter, with an
othermothering and socially just mindset, I contemplated the fine line between the risk of sharing
my true feelings on Whiteness and myself as a White woman, my work as a doctoral student, and
my role as an educator. As I contemplated, I considered my use of womanist pedagogy, realized
the ethic of risk as a vital point of inflection and growth in myself, then gratefully sent the letter.
This self-reflective self-study work has helped me realize my view of Whiteness as a part of race
is, as Anzaldúa and Keating (2002) eloquently stated, “an experience of reality from a particular
perspective and a specific time and place (history), not as a fixed feature of personality or
identity” (p. 549). By sharing this growth with students through the written prose of a letter, it
was my desire and hope to lift and center their voices alongside mine, as vitally important for
social change and transformation.
Areas of Growth: How Are They Experienced Through an Embrace of the Ethic of Risk
Lens as a White Woman?
I wrote the following in my journal after a Zoom class in which Norbert was present:
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I just keep thinking about his comment-how another professor told him in an email that
he (the professor) wouldn’t respond if the students did not have correct grammar. I asked
Norbert: if (the professor) had built a relationship and trust with you beforehand, and then
added this requirement, would this experience have been different for you? He just
shrugged his shoulders and didn’t answer me.
Analysis of Areas of Growth: How Are They Experienced Through an Embrace of the
Ethic of Risk Lens as a White Woman?
As I analyzed this journal entry, I recognized both unseen and unforeseen dangers. In
misinterpreting Norbert’s voice, a danger unseen, in that conversation, I did not listen to his
concern and automatically went right to a solution, trying to find a “quick fix” rather than deeply
listen to him. Norbert’s body language of shrugging his shoulders indicated he felt unheard by
me and consequently shut down, as he may have felt silenced by my need to find a solution to a
“problem” rather than validating his experience of frustration and hurt. My response was an
unforeseen danger as I silenced him in that conversation.
In my effort to feel like I was helping Norbert, I quite possibly hurt him by silencing him.
Recognizing how Whiteness as a tool of silencing in teacher education classrooms (Picower,
2022) like mine continues to permeate, it’s vital I continue to engage in reflective work to
decenter myself from such student experiences. As Keating (2000) stated, we will make
mistakes, the learning occurs when we take the risk to admit what they are and grow from them.
Concluding Thoughts
Considering my research questions of RQ1, How do the voices of my students influence
my pedagogy of womanist caring as a White woman seeking to decenter Whiteness? and RQ2,
How do the voices of my students influence my reflective creativity as a White woman seeking
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to decenter Whiteness? this analysis offered a framework of discovery and reflection. Seeking to
answer questions through the lenses of specific instances of self-reflection from student voice in
each categorical question, and refined in the themes I derived from the data in womanist
pedagogy, I offered examples of personal reckoning of Whiteness and reflections of biases I
uncovered. As a daughter of research and womanism, I provided creative expressions of
discovery through dialogical voice and photovoice. In Chapter 5, I discuss further explorations of
how I can use self-reflective work such as this in my future teaching and research and
implications for how womanist pedagogy can impact teacher education programs.
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CHAPTER 5: FINDINGS AND IMPLICATIONS
This chapter is an exploration of findings in the data connecting to womanist pedagogy. I
discuss considerations for my future practice as a teacher educator through suggested action
plans. Recommendations for how womanist pedagogy could be embraced in teacher education
programs are offered.
In pursuit of answers to my research questions—RQ1: How do the voices of my students
influence my pedagogy of womanist caring as a White woman seeking to decenter Whiteness?
and RQ2: How do the voices of my students influence my reflective creativity as a White woman
seeking to decenter Whiteness? This self-study served to inform my teaching practices and offer
suggestions for the embrace of womanist pedagogy and the decentering of Whiteness in teacher
education programs. Concurrently, my reflective self-study work was a creative exploration of
dialogical voice as a daughter of research and a womanist who is White.
Womanist Pedagogical Findings and Action Plans
Through the lens of the six themes uncovered in my data, I uncovered examples of
pedagogical successes in my womanist pedagogy. These discoveries are discussed in pairs, love
and parenting, vulnerability and social activism, linguistics, and boundaries, and are coupled by
their respective womanist pedagogical traits of embrace of the maternal, ethic of risk and
political clarity. Suggestions for how teacher education programs could use such pedagogies in
their programs are offered.
Love and Parenting
In several examples of my written interactions with students, such as Uni, Indigo and
Anton, love emerged as the vernacular in building respect and trust and respect. I found instances
of meeting my students where they were at, caring about them emotionally, spiritually, and
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mentally. In my affirmations of who they were, while loving them in that space, I exhibited a
commitment to learning alongside my students, a practice in which, as hooks (2003) affirmed, is
vital in building caring classroom communities of mutual respect and commitment to learning
and self-growth. This “ethic of caring emphasizes the uniqueness of individuals, elicits
appropriate emotion form the dialogue, and recognizes empathetic understanding” (Sheared,
1994, p. 276). In teacher education programs, embracing love as the vernacular component in
building classroom community could promote a shift from White-dominant and Whitehegemonic-style pedagogies toward antiracist and anti-oppressionist pedagogies, which serve to
include a diverse culture of learners.
A believed spiritual connection between students and me emerged in the data.
Womanism’s spiritual tenant aligns with the spiritually inspired prose and photovoice I created
during the Spring 2021 semester. This was especially evident in my personal journey through
grief, as vital for self-care and in my modeling of and encouraging of self-care for students. My
belief of the importance of connection to self and to others, through internal light(s), and the
importance of self-care for educators manifested in my photovoice, prose and written comments
to students such as Uni, Indigo, Lou, and Karla. By prioritizing self-care and shared spiritual
connections in pedagogy, teacher education programs could dialogically model learning
environments which promote shared experiences as vital for personal and professional growth.
Conocimiento, the “breaking out of your mental and emotional prison and deepening the
range of perception,” (Anzaldúa & Keating, 2002, p. 544) occurred for me as a spiritual inquiry
in my data collection process through the creative acts of written prose and photovoice as a form
of dialogical voice. As I sought to understand and listen to my student’s voices, a deeper
understanding of myself occurred, manifesting as reflective moments, pedagogical shifts, and the
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creation of art, which expressed my voice. This giving and sharing of voice while using
womanist pedagogy in teacher education programs could serve to help teacher educators and
preservice teachers share a dialogue in which they could collectively experience conocimiento
while acknowledging “multiple ways of presenting and interpreting information and knowledge”
(Sheared, 1994, p. 277).
Several examples of mothering of the mind (Collins, 2014) especially through my
Socratic method of critical questioning were evident as my love- and parenting-inspired
pedagogy. As I sought to understand the cultural frames of reference from which my students
were framing their knowledge, I encouraged them to engage in critical thinking alongside me
about the cultural codes of their classmates and future students. Though mothering of mind
requires a shared connection and vulnerability between educators and students, teacher education
programs in the academy could employ it to promote critical thinking and growth across cultural
gaps in their programs.
Vulnerability and Social Activism
Recognition of my understanding of self in relation to societal change (BeauboeufLafontant, 2002, 2005; Patterson et al., 2011) as I vulnerably shared my truth with my students
was vital in creating a community of shared learning. Through personal activism, I was able to
encourage student dialogue and experience personal growth from their stories, while honoring
my own story, as evident in my shared grief with Anton. As teacher education programs consider
the value of vulnerability in communal classroom spaces, they could advocate for teacher
educators to engage in self-study or self-reflective work for deeper understandings of self in
relation to social change, which could promote antiracist curriculums and classroom learning
spaces.
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Similarly, an internal grappling with pervasive conscious and unconscious biases
stimulated a lot of internal growth in me as a social justice activist and an emerging social justice
scholar. By considering the systems of oppression in my classroom learning spaces and at my
institution, I recognized the work I needed to do to dismantle them. Taking ownership of current
oppressive practices, while actively seeking to alter or omit them, with input from student voices,
will allow me to move toward a communal and inclusive learning space. Looking into systems of
oppression in teacher education classrooms and policies through dialogue with student voices
could move White-hegemonic teacher education programs toward equitable programs which
exist to serve all students.
Linguistics and Boundaries
Evidence of the importance of linguistics emerged in many aspects of the data. Results
indicate evident words (verbal and nonverbal expressions) and their meanings matter, especially
in connection to the humanism of all students in my classroom space. Exploring the linguistic
meaning of words, through Socratic questioning of my students and of myself in my journal and
through prose and photovoice, served to shift my pedagogy and helped my students consider
their cultural frames of reference. By centering the voices of my first-generation and Englishlanguage-learning students, through linguistic explorations, I was able to explore my own
cultural capital and unconscious biases as a White woman. This movement toward student-voicecentered pedagogy in my embrace of womanist pedagogy was a pivotal experience in my desire
to be an antiracist and anti-oppresionist teacher educator. Seeking to center student voices
through explorations of linguistics in teacher education programs could offer deep pedagogical
and curriculum shifts which could decenter Whiteness in the programs.
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Enacting and modeling boundaries as a warm demander (Bondy & Ross, 2008) allowed
me to expect greatness from students while enacting self-care as an educator. Though the warm
demander approach was effective for many of my students, it was also evident I had not
considered institutional barriers to success for many of my students prior to doing this self-study
work. As I continue to embody the warm demander approach, I will also need to address and
consider the institutional barriers students may face, seeking to dismantle those barriers by
actively listening to student voice and advocating for their greatness in our institution. Teacher
education programs could benefit from embodying the warm demander approach if they are
actively pursuing and considering institutional barriers their students may be facing.
Love, Parenting, Vulnerability, and Social Activism Action Plan
The data in the themes of Embrace of the Maternal-Love/Parenting and Ethic Of RiskVulnerability/Social Activism revealed the importance of centering student voices as
polyrhythmic realities in classroom spaces (Sheared, 1994). As I listened to student voices, I was
able to understand their cultural frame of reference and consider the cultural gaps in our
classroom space. It was evident the use of autoethnographies contributed to a deeper
understanding of student voice, yet I wondered if I could extend this connective pedagogy a bit
deeper to gain further insight into my students’ funds of knowledge. Szabo (2008) asserted
teacher educators need to be use various forms of prose and poetry with preservice teachers to
help them connect with their own identities and consider the identities of their future students.
Cibils and Marlatt (2019) posited the use of poetry in teacher education classrooms directly
contributes to the development of agency in preservice teachers, thus encouraging and using
culturally sustaining pedagogy.
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Using photovoice and embodied autoethnography and prose as shared dialogue, I will
create a creative expression experience of poetry writing and photovoice assignment, which taps
into vulnerability as a strength to engage students in the 1st week of the semester. For my online
and or hybrid courses, the poems and photovoice will be housed in a separate discussion board
post for students to visit at any point in the semester. In my face-to-face courses the students will
be given the opportunity to verbally share their poems with their peers and copies of the poem
will be placed on the walls of our shared space (with student permission). Each semester, I will
gather student feedback on this experience through conversations (either through assignment
comments or in person during class) with students, after they have completed and shared their
work, to assess the value of this shared dialogue and consider options for improving the
experience. Using Lyon’s (n.d.) “Where I’m From” poem as inspiration and an adapted
framework I found online (see Figure 4), students will create their own poem and selfportrait/photovoice to share with their peers.

Figure 5
Where I’m From Poem Template (n.d.)
I Am From Poem Template
Use this template to draft your poem, and then write a final draft to share on blank paper.
I am from ______________________________ (specific ordinary item)
From ________________________ and __________________________ (product name)
(product name)
I am from the ______________________________________________ (home description)
___________________, _________________, ________________________________
(adjective)

(adjective)

(sensory detail)

I am from _________________________________________, (plant, flower, natural item)
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________________________________________________________________________
(description of above item)
I’m from ____________________________ and ______________________________
(family tradition)

(family trait)

From ______________________________ and _________________________ (name of family
member)

(another family name)

I’m from the ____________________________ and ______________________ (description of
family tendency) (another one)
From _________________________________ and ________________________ (something
you were told as a child) (another)
I’m from ___________________________, __________________________________
(representation of religion or lack of), (further description)
I’m from _______________________________________________ (place of birth and family
ancestry)
______________________________________, ________________________________ (a food
item that represents your family)

(another one)

From the ______________________________________________________________ (specific
family story about a specific person and detail)

In preparation for this experience and in the spirit of vulnerability, I created the following
Where I’m From prose and photovoice to share with students each semester:
I am from untouchable antiques in the living room.
From Breyers mint chocolate chip ice cream and Twinkies.
I am from the colonial blue two-story cookie cutter house,
meticulously clean, nothing to be out of place, an illusion of perfect.
I am from the rock garden in the front yard, a magical place to pretend.
I am from “we trust no one” and board games on holidays.
From Marie and Tom.
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I’m from we yell when we angry and forget I said that, later.
From you are hard to love and patience is a virtue.
I am from Catholic guilt, as nonpracticing ones.
I’m from Germany, Ireland, England, and Phalanx,
baked potatoes with mounds of butter and Entemann’s eclairs.
I am from the man everyone loved, who died too soon,
and left to grieve,
alone.
Linguistics and Boundaries Action Plan
The data in the theme of Political Clarity-Linguistics and Boundaries revealed
occurrences of student expressions of misunderstanding of my use of language in assignments,
discussion boards, emails, etc. The students who displayed the most misunderstanding were
typically first-generation students, Black, Indigenous, Person of Color (BIPOC) students, or
students living with poverty, both BIPOC and White. This insight led me to question how
Whiteness as the only acceptable standard or acceptable norm has been expressed linguistically
in my course content (including syllabus, assignments, discussion boards, etc.). I also wondered
how I could seek to dismantle these expressions. Seeking to linguistically unpack how my course
syllabus and Canvas course shells could lead to student misunderstanding, a next step was to
reframe my course syllabus and Canvas course shell home page to create a more equitable
gateway into my linguistic relationships with students.
Using Syllabus Review Guide for Equity Minded Practice from the Center for Urban
Education (2017), I am beginning to revisit my syllabi; through the lens of linguistics, to reframe
and rewrite my syllabi through this critical lens and implement them in my courses. Moving
forward I will create an equitable and student-minded Canvas home page to alleviate student
misunderstanding of course policies and practices and assignments. After I complete this process
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with each of my courses, I will share my syllabi template and Canvas home page template with
my fellow teacher educators. It is my hope to create gateways of communication and
understanding in all our teacher education courses. An action plan of my current reframing can
be found in Table 6.
Table 5
Action Plan for Linguistic and Equitable Syllabus Reframing

Decentering Whiteness in Teacher Education

Actionable Steps
1. Evaluate two syllabi
with equity tool
2. Rewrite two syllabi
with feedback from
equity tool
3. Create two Canvas
pages with
interactive syllabi
and home page
4. Evaluate impact at
the end of the
semester with
student feedback
questions and selfreflection
5. Incorporate
feedback and make
changes for next
semester in two
courses, add syllabi
changes in two more
courses
6. Share syllabus
template and Canvas
template with other
teacher education
faculty members
7. Implement all
reframed syllabi and
Canvas home pages
in all courses
8. Evaluate impact at
the end of the
semester with
student feedback
questions and selfreflection
9. Continue to adjust
syllabi as per student
feedback and selfreflection
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Timeline

Visible result

Resources needed

Prior to Spring
2022 semester
start
Prior to Spring
2022 semester
start
Prior to Spring
2022 semester
start

Written answers to
equity tool

Equity Minded Series: Syllabus
Review

Reworked and
revised syllabi

Current syllabi

Canvas page with
links or videos

Canvas course shells

End of Spring
2022 semester
feedback
assignment

Student answers in
feedback assignment

Student feedback assignment,
reflective journal

Summer 2022

Changes made to
syllabi and Canvas
page

Syllabi, Canvas course shells, Equity
Minded Series: Syllabus Review

Fall 2022
convocation
meeting

Shared syllabi and
Canvas pages

Syllabi templates and Canvas
templates

Fall 2022
Semester

All courses with
equitable syllabi and
Canvas home pages

Syllabi and Canvas course shells

End of Fall 2022
semester

Student answers in
feedback assignment

Student feedback assignment,
reflective journal

Ongoing

Ever-changing
syllabi

Syllabi, reflective journal
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The action steps for me, the responsible party, are cyclical over the 1-year timeline. I will
be using the syllabus review tool for two courses per semester until I’ve transformed the syllabus
for each of the six courses I teach over the year. First, I will review the syllabus with the tool.
Next, I’ll make the changes in my syllabus and Canvas course shell. Each semester I have my
students complete an end the semester feedback assignment. I will adjust this assignment to
include a question about the syllabus and the Canvas course shell home page. While reviewing
this feedback, I’ll look for common themes and suggestions to incorporate into the next
semester’s syllabus and Canvas home page. Finally, I will coordinate my findings at the 1-year
mark and create a syllabus template and Canvas course shell home page template to share with
fellow faculty members.
Decentering Whiteness: Findings and Action Plan
An investigation of how Whiteness was centered in my conscious and unconscious biases
and pedagogy revealed several areas for growth and consideration as a teacher educator in the
academy. As a womanist, I discovered the evidence of how my embrace of human-to-human
connections (Maparyan, 2012) can build trust across cultural gaps between myself and my
BIPOC students. Though othermothering (Collins, 2014) was not evident in my White
hegemonic schooling experiences, as an educator I have experienced the impact using this
pedagogy in the academy has had on helping me close cultural gaps I have had with students,
such as the wealth-privilege and language-privilege gaps. As I explored Whiteness as a
technology of power (Leonardo, 2002), I discovered how it manifested in policies and systems in
my institution, through the centering of student narratives. Similarly, I gained a deeper
understanding of an unconscious belief of meritocracy manifested in my thoughts about students
who were English language learners, BIPOC students and/or first-generation students. My
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pursuit of Whiteness as a system of oppression in myself also revealed instances of colorblind
assumptions and silencing of students.
Plan for Personal and Pedagogical Continued Decentering of Whiteness
Maintaining a journal for reflection throughout the semester proved to be critical in my
investigation of Whiteness in myself, in curricular materials, and in institutional policies and
procedures. By using Milner’s (2007) framework as a cyclical self-reflection tool to consider
dangers seen, unseen,and unforeseen, I was able to grapple with how to shift from self to systems
of oppression in myself, in my classroom, and in my institution. As I continue to learn to focus
on how race structures influence community and school experiences and how racial barriers can
be reduced or eliminated (Sleeter, 2017), I will maintain my pedagogical journal, focusing on
student voice and crystalizing and paralyzing (Armstrong, 2018) moments in my teaching
experiences. Similarly, because I found the dialogue with my critical friends to be deeply helpful
in processing the internal and external questions that arose in my journal, I will maintain this
practice for pedagogical and personal growth. Finally, I will continually seek to center student
narratives in my educator and student relationships and pedagogical decisions in my desire to
continue to be an antiracist and anti-oppressionist teacher educator in the academy.
Plan for Professional Decentering of Whiteness Within Teacher Education Programs
Considering the impact self-study research had on my personal and professional life, as
well as my pedagogy, as evidenced in my findings I have developed a plan to work towards
decentering Whiteness within HCC’s teacher education department. Recognizing the need for
decentering work to be done, as well as the resistance to that may occur internally in teachers and
externally in policy and pedagogy, I propose guided self-study research for teacher education
faculty over a year to allow for reflection, resistance recognition and growth. Prior to the

Decentering Whiteness in Teacher Education

100

implementation of self-study, it is important for faculty members to come together to grapple
with Whiteness within the institution, curriculum, policies, and practice.
First, three faculty retreats will be created to introduce, implement, and promote the use
of culturally relevant pedagogies and womanist pedagogy by predominately White teacher
education faculty at HCC in their effort to foster culturally caring faculty/student relationships
for student populations identified as marginalized. Included in the retreats will be presentations
by experts in 1) Whiteness in Teacher Education 2) Culturally Relevant Pedagogies/Womanist
Pedagogy 3) Self-study methodology.
Upon completion of the retreats over two semesters, faculty members will engage in a
semester long self-study action research project. Upon completion of the semester, during a
fourth faculty retreat, faculty members will share the results of their self-study with fellow
faculty, reflecting on their journey through self-study, embrace of womanist pedagogy along
with constructivism and its impact on their learning environments as well as their relationships
with students. The information and research shared will drive discussion on future faculty
retreats and collaborative action research focusing on anti-racist teaching.
The goals of the four retreats are:
1) Teacher education faculty will gain an understanding of Whiteness in education policy,
curriculum, and pedagogies through critical examination of self and engaging
conversations with experts.
2) Teacher education faculty will expand their use of the constructivist approach in their
classrooms to include the culturally relevant pedagogy of Womanist Caring Pedagogy to
build faculty/student relationships and address the current culture gap between faculty
and students.
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My projected outcomes of an embrace of self-study and Womanist Pedagogy within
teacher education are as follows:
1) Teacher education faculty will always consider the impact of Whiteness during the
future development of policies, curriculum, and pedagogies modeled for students.
2) Teacher education faculty will share and model successful, culturally relevant
pedagogies and Womanist Pedagogy in future in-service training with new faculty
members.
3) Retention rates of students from historically marginalized populations within the
teacher education program could increase.
Benefits of Self-Study Research Investigating Whiteness in Teacher education Programs
As a teacher educator engaged in self-study work, I found benefit in self-reflection as an
important and vital tool in shifting my conscious and unconscious biases. Through student
narratives I became aware of unequitable policies driven by technology of power of Whiteness. I
found womanist pedagogy and the womanist ideal of success for all as a potential gateway
toward dismantling the white hegemonic narrative in my current institution. As a white woman
modeling how to be an agent of change, through my sharing of crystalizing and paralyzing
moments (Armstrong, 2018), I could be creating a form of social activism and antioppressionism in teacher education.
Limitations of Self-Study Research
In self-study research such as this work, critical friends help to keep the researcher
cognizant of potential problems and concerns about the conundrum of shifting from self to other
and back to self for the purpose of research. Though this space of self-reflection is important and
vital to the growth of oneself as a teacher educator, it does have limitations, given the viewpoint
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is limited to one person. Pinnegar and Hamilton (2020) suggested self-study researchers
acknowledge their work, while vital to the greater whole of their study’s topic, is also only a
small fraction of a greater issue to be addressed.
Implications for Further Research and Conclusion
Engaging in this self-study was a journey, professionally and personally, which revealed
truths in myself, my teaching, and my relationships with my beloved students. It is my hope this
model of grappling with Whiteness with self-reflection and of pedagogy will be replicated in
teacher education programs seeking to decenter Whiteness in educators and in the curriculum.
My research highlighted the use of dialogical voice in self-study research to help change one’s
narrative from White centered toward more equitably inclusive.
For me, the use of transformative energy shifting through the modeling and execution of
spiritual inquiry work was satisfying and enlightening. Moving forward, I hope to engage my
students, preservice teachers, in dialogical voice and photovoice self-reflective work within our
classroom space and within my continued research. My goal is to help them discover their own
conscious and unconscious biases, learn to self-reflect pedagogically and personally, and
ultimately decenter Whiteness in themselves. Ultimately, it is my deepest desire to decenter
Whiteness in future educators and teacher education programs.
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